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ABSTRACT
A wide range of ages in teachers exist in the field of education. New teachers from
Generation Z is one specific category that has received little attention. Who are these new
teachers? What experiences have they grown up with being from this generation? What might we
learn about them that can help us offer better support, training, and guidance to ultimately create
better learning environments for students? The purpose of this study was to gain a deeper
understanding of the perspectives that new teachers from Generation Z have on teaching,
learning, and teacher development. As the newest generation entering the teaching profession, it
is important to ensure that schools, districts, and educational leaders learn to adapt in order to
support the specific developmental needs of the newest teaching professionals. Working with
new age teachers and learners requires innovative approaches that reflect their upbringing. This
research recognizes specific qualities and distinctions that characterize Generation Z and
ascertain how this might impact these beginning teachers. This study also involved the
connection between the specific learning theories of Self-authorship and Self-determination and
how these theories relate to the development of new teachers from Generation Z. A general
recognition of the current practices in the Teacher Education Programs and Teacher Induction
Programs in the province of Alberta serves as a reference point and provides context for this
study. Being able to support teachers from Generation Z by understanding generational nuances
should help to better personalize teacher development opportunities for Generation Z teachers
and those who work with this specific cohort. School leaders, with evidence from this research,
xii

will be exposed to a deeper understanding of the necessary professional supports that Generation
Z teachers suggest would help their age group. School districts will have current data to leverage
the construction of teacher induction programs, as well as adopt more responsive professional
development initiatives. Most importantly, K-12 students will benefit from having the most
novice and vulnerable teachers supported by professional learning opportunities that
appropriately align with their learning needs. The overall goal of this narrative qualitative
research was to utilize the personal stories of Generation Z teachers in order to uncover both
their general and specific learning needs during preservice training and during their first years of
teaching.
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CHAPTER I
INTRODUCTION
My professional life has been largely shaped by many outstanding employment
opportunities, educators, students, and families. At each stage of my career, my own story has
been cobbled together by inspirations from those I have encountered who have embraced both
opportunities and challenges as times to demonstrate who they are. I learned from these
experiences that “consciously, we teach what we know; unconsciously we teach who we are”
Hamachek (1989). From a beginning teacher in a small rural K-9 school, to an administrator in a
large K-9 school, to my current role as a registrar for a new alternative high school, each of my
experiences has led me to see that teaching and learning is something that is part of who I am. In
my Philosophy of Education, I have written:
Over the last three decades in the education profession, what I have noticed most was that
my beliefs and core values have not changed. Certainly, my views on things like
instruction, assessment, curriculum, and inclusion have evolved, but the essence of each
version of my chronological philosophies of education all center around the same focus –
understanding people. More specifically, my philosophy has always hinged on how
educators go about finding the best ways to grow kids, adults, themselves, and foster
societal norms.
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Education will always be about helping people to build agency in one another. Creating inner
strength and promoting understanding and belief in oneself underpins and drives much of what
this research is about for me.
I began hosting preservice teachers in my Alberta classroom very early in my teaching
career. Having a student (preservice) teacher in my room in the formative years of my
professional life revealed a variety of important lessons that included: the importance of
observation and feedback, the need for supportive formative conversations with colleagues, and
the critical elements that trust and rapport play in the development of educational practitioners.
Experiencing the role of mentor and supporter for preservice teachers and beginning teachers has
helped me to identify components of self, my own stages in learning, and to see causal links that
are needed to develop quality teachers.
As I became more attuned to the subtleties of teaching and learning, there were many
more revelations, not about what I knew, but what I did not know. While working with teachers
of varying ages, it became apparent that perspectives on teaching, learning, and education ranged
significantly. Although this could have been attributed to a host of reasons, I often associated
these differences with the generation in which the teacher was born. Values, principles, and
perspectives just seemed to be different based on their generation. These differences could not be
equated as better or worse, just different. Nias (1989a) asserted that self-concepts and core values
are sources of stability for teachers, through which they maintain a sense of purpose in their
work and a transformation in their own learning.
During my formative years as a school administrator, I began to question not only the
differences in thinking among teachers of varying generations, but also what needed to be done
to effectively develop and support teachers from differing generations. As a teacher on the latter
2

portion of my career, I began to turn my curiosities to those newest and youngest in the
profession. I became challenged to understand the mindset of these teachers, as well as make
sense of how my own learning was shifting. Rather than finding opposition, I began to embrace
the transformative patterns in others and myself. Mezirow (2000) offered:
Transformative learning is the process by which we transform our taken-for-granted
frames of reference (meaning perspectives, habits of mind, mind-sets) to make them more
inclusive, discriminating, open, emotionally capable of change, and reflective so that they
may generate beliefs and opinions that will prove more-true or justified to guide action.
(p. 7-8)
He further notes that transformative learning addresses “how we learn to negotiate and act on our
own purposes, values, feelings, and meanings rather than those we have uncritically assimilated
from others” (Mezirow, 2000, p. 8).
The aim during my transition from reflective practitioner to formal academic researcher
was to establish underlying relationships that linked my interests and experiences with the
notable gaps that existed in research. What emerged during the discovery phase of this research
was a leveled approach that featured a combination of personal experiences, timely concepts
introduced during graduate coursework, and notable areas that had not been confronted in
research. I noticed a need to address the materializing reality that a new generation of teachers
was now training for and entering the teaching profession, but their personal perspectives and
experiences have not been investigated yet.
Therefore, the purpose of this study was to reveal insights on Generation Z teachers’
personal learning experiences during preservice education and their first year(s) of teaching.
While Gen Z includes people born between 1995 and 2010, this qualitative narrative study
3

examined second- and third-year teachers who were born between 1995 and 1997. At the time of
this study, these participants were teaching in the province of Alberta. The study aimed to
underscore considerations for progressing induction models, improving teacher education
programs, and enhancing support for our youngest teachers. As Generation Z is ushered into the
teaching profession, it is important to ensure that schools, districts, and educational leaders adapt
to support the specific developmental needs of the newest teaching professionals.
Knowing that writing a dissertation is highly personal work, I decided to pursue a
narrative study approach as it was important for me to connect my own transformative learning
pathway to that of Generation Z teachers. Driving this research was the desire to gain perspective
on my own learning, as well as on the essence of what teachers from the newest generation were
sharing about teaching, learning, and their journey. I chose a narrative study because I could
personalize the experience for both the participant and me. Although there was certainly a deeply
personal aspect to this work, I was careful not to make it autoethnographic. For example, I used
bracketing and borrowed from phenomenology in order to underscore my personal awareness of
my assumptions and intentionality (Sohn et al., 2017). “Without an attempt at bracketing, the
researcher might ask questions that lead participants to focus on aspects of the phenomenon that
the researcher deems important rather than what stands out in participants’ perceptions” (Sohn et
al., 2017, p. 130). Although bracketing does not necessarily create objectivity, it does
acknowledge my potential biases and my attempts not to lead participants to focus on answers I
wish them to give. Rather, by being acutely aware of my own perceptions, all the while seeking
to gain insights from the participants, this study attempted to establish an intersection between
researcher voice and participant voice.
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With a narrative approach, I could probe more deeply and seek alternative layers that
may not have been visible with a survey or even highly structured interviews. As well, narrative
research allows for contextualization of the data. By utilizing semi-structured interviews, the
participants were allowed to share stories of their formal and informal teacher training. By
utilizing prompting and a conversational style, I heard the participants’ innermost thoughts and
exposed many of my own truths about learning and personal growth. Although the interviews
were loosely guided by a set of predetermined questions, this study format allowed for back-andforth dialogue that probed deeper and followed storylines to draw resonant truths. Within the
questions and conversations, I sought to reveal what this newest generation of teachers could tell
us about their experiences as teachers and learners. As well, the interviews sought to illuminate
my own learnings from my experiences in education. The themes and wisdom that emerged from
these conversations lie at the core of this study: my own learning pathway and the learning
experiences of teachers from the newest generation.
Supporting Generation Z teachers by understanding generational nuances should help to
personalize teacher development opportunities for them and those that work with this specific
cohort. School leaders, with evidence from this research, will be exposed to a deeper
understanding of the necessary professional supports that Generation Z teachers suggest would
help their age group. School districts will have new data to leverage the construction of teacher
induction programs, as well as adopt more responsive professional development initiatives. Most
importantly, K-12 students will benefit from having the most novice and vulnerable teachers
supported by professional learning opportunities that appropriately align with their learning
needs.
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Problem Statement
Beginning teachers from Generation Z have grown up in a time of great change in
learning approaches, learning strategies, advancements in cognitive science, and significant
technological innovations. Although teacher development models and teacher supports are
designed to meet the needs of all teachers, are the needs of this new generation being met based
on their specific learning needs?
A paradigm shift where youth are seen to have a greater awareness than their parents and
grandparents is something that leaders in education will need to grasp quickly as they prepare for
the future of teachers. A major concern for beginning teachers is that almost all new teachers
experience vulnerability and uncertainty, which stems from the highly public and performative
nature of the role (Kelchtermans & Ballet, 2002). In the Future of Teaching in Alberta (Alberta
Teachers’ Association, 2011), Servage suggests that what is learned in university and through
practicum does not prepare new teachers for the complexity of their work (2012). As such,
beginning teachers in Alberta indicate that a major cause of their discord is being underprepared
and a lack of consistent or reliable feedback. In the past, this has left beginning teachers in
Alberta confused about what they need to do to improve or even retain a teaching contract.
Although some Alberta school districts are providing some induction supports for beginning
teachers, results from surveys from teachers’ experiences suggest that implementation has been
uneven and success is varied (Servage, 2012).
In an effort to bridge the need for quality candidates and support the development and
retention of Generation Z teachers in the province, there are some important considerations that
need to be made. Most notably, scholars propose implementing comprehensive induction
programs at the school and district level. Taranto (2011) found that new teacher induction
6

programs have helped to shrink the number of new teachers exiting the field. Bartlett and
Johnson (2010) maintain some universal truths about induction. Firstly, induction matters. Both
the form and quantity of induction impacted retention rates and job satisfaction. As importantly,
the literature shows that it is imperative that context matters – induction programs need to reflect
the local area and one size does not fit all. Induction programs, as asserted above, reduce
beginning teacher attrition (Bartlett & Johnson, 2010). Developing induction programs that
adhere to purposeful criteria is equally important. Simply introducing a standardized model is not
the answer. An induction model must not only adhere to essential guidelines but also be
developed under the guise of direct reflection of the schools, communities, and teaching
personnel that the district serves.
To add to the challenge, many smaller Alberta school districts struggle with teacher
recruitment. Schools that operate outside of major centers or their location is a significant
distance away from central Alberta are tasked with finding ways to attract new teachers and then
keep those new teachers in the profession. Evidence suggests that the problem is not that there
are fewer teachers graduating from Teacher Preparation Programs in the province, but that there
are a significant number of teachers who either leave the profession early or who are certified but
deemed unqualified to perform the roles available. Attracting new teachers to smaller centers
complicates the challenge by shrinking the pool of candidates that apply for available jobs.
Alberta Education reported that in the province of Alberta in 2012, there was a shortage of
teachers in rural and remote school districts, a decline in the number of male teachers, difficulty
in attracting and retaining teachers in some specialized fields, and an estimated attrition rate of
25% among teachers within their first five years of practice (Alberta Teachers’ Association,
2012).
7

My research on Generation Z teacher perspectives sought to address these challenges and
propose considerations to support those newest to the profession. By understanding and
addressing the needs of new teachers from Generation Z, we can better develop and support the
newest and most vulnerable teachers in our system. A main goal of education is to grow students
to reach their highest potential, and the same goal applies when planning for new teachers from
Generation Z. Throughout this research, the aim was to uncover Generation Z educator
perspectives and reveal insights to inform the underlying principles of a supportive teacher
induction model. The progression from a preservice Teacher Preparation Program (TPP) to a first
year beginning teacher is not always a simple or well-executed transition. Large gaps in
understanding and training exist for preservice teachers and those entering the teaching
profession (Zeichner, 2010). Within Alberta, a more formalized process of shared and collective
responsibility by the leaders of Teacher Preparation Programs, school authorities, school leaders,
and teachers is needed (Task Force for Teaching Excellence, 2014).
Literature on preservice teacher preparation tends to suggest that teacher preparation
programs must focus on a variety of factors. These factors include understanding the
complexities of teaching, the importance of metacognition, and assisting beginners in
recognizing that effective teaching and learning may be quite different from what they have
experienced in their own lives (Darling-Hammond & Bransford, 2005). Knowing that there is no
significant evidence where narrative inquiry has been used previously to study Gen Z preservice
teachers, a narrative approach could offer insight into the actual person behind the label.
Nevertheless, significance of developing the whole person, not just on sharing knowledge with
teachers in training, tends to draw particular attention. “Teacher identity – what beginning
teachers believe about teaching and learning and self-as-a-teacher – is of vital concern to teacher
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education; it is the basis of meaning making and decision making...Teacher education must
begin, then, by exploring the teaching self” (Bullough, 1997, p. 21). Korthagen (2004), in his
work on moving teacher education toward a more holistic approach, shares that teacher educators
and mentor teachers need to help preservice or beginning teachers become more emotionally
connected, leading to a deeper level of consciousness and awareness of self (Korthagen, 2004).
Korthagen shares that by having students practice reflection they will consciously shape who
they are to become both as teachers and human beings. This provides both inspiration and
enthusiasm (Korthagen, 2004). Quality teaching occurs when the teacher’s ongoing analysis of
the context and the teacher’s decisions about which pedagogical knowledge and abilities to apply
result in optimum learning for all students (Alberta Education Teacher Quality Standard, 2019).
Teaching is complex and beginning teachers need opportunities to address the wide range
of learning needs in a variety of diverse learning environments (Blackbourn et al., 2011). In
forming a basis of any new TPP model that accommodates this diversity, one must:
Become the student to your students, uncovering the fellow creatures who must be
partners to the enterprise. Another is creating an environment for learning, a nurturing
and challenging space in which to travel. And finally, the teacher must begin work on the
intricate, many-tiered bridges that will fill up the space, connecting all the dreams, hopes,
skills, experiences, and knowledge students bring to class with deeper and wider ways to
knowing. (Ayers, 1993, p. 122)
Purpose of the Study
A current challenge in teacher education and professional teacher development is
differentiating diversity of people entering the profession. One of the specific gaps that has
received little attention is that of new teachers from Generation Z. Who are these new teachers?
9

What experiences have they grown up with being from this generation? What might we learn
about them that can help us offer better support, training, and guidance to ultimately create better
learning environments for students? The purpose of this study was to gain a deeper
understanding of the perspectives that new teachers who come from Generation Z have on
learning, teaching, and teacher development based on their own experiences as preservice
teachers and new teachers. As the newest generation is ushered into the teaching profession, it is
important to ensure that schools, districts, and educational leaders learn to adapt to support the
specific developmental needs of the newest teaching professionals. Working with new age
learners requires new approaches to teaching and learning. In this research, I recognize and parse
out the specific qualities and distinctions that characterize Generation Z and ascertain how this
might impact beginning teachers from this legion of the education profession.
This study involved the connection between specific learning theories that impact how
beginning teachers from Generation Z develop competency and self-efficacy. A general
recognition of the current practices within Teacher Education Programs and Teacher Induction
Programs within the province of Alberta serves as a reference point for the teachers interviewed
and provides context for this study.
Overarching Goal of the Research
The overarching goal of my research was to draw out both the general and specific
learning needs of Generation Z teachers by gathering their stories. Narrative research lends itself
to hearing personal stories that can be closely examined for themes and information that can
elicit potential solutions to a problem or question. This research was focused on a deep
understanding of each participant and the patterns that emerged from the participants’ stories.
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Specific Goals of the Research
1) Develop understanding of Generation Z teachers
2) Develop understanding on the perspectives of Generation Z teachers and their views
on teaching and learning based on their own learning experiences
3) Develop insights into Generation Z teachers’ perspectives about their learning in their
first year(s) of teaching
4) Develop insights into Generation Z teachers’ perspectives on effective ways to
support Generation Z teachers from preservice through the first year(s) of teaching
Research Question and Sub-questions
The following research question was explored in this study:
What personal perspectives do Generation Z teachers have about their learning
experiences from their teacher preparation through their first year(s) of teaching?
The following three sub-questions were also explored:
-

What do Generation Z teachers see as important components of their teacher learning
that would best meet the needs of Generation Z teachers?

-

What stories from their past experiences illustrate the learning needs of teachers that
are of a similar age?

-

In sharing their stories, what do Generation Z teachers see as important components
of their teacher learning that would best meet the needs of other generations of
teachers?
Conceptual Framework

As a school administrator, I was very involved in staff development. From hiring new
teachers, to coaching and evaluating new recruits, to planning and executing professional
11

development opportunities for entire faculties, my daily routine heavily consisted of observing
and working with a variety of generations of teachers in the workplace. From those many
interactions emerged patterns of behavior that seemed to relate to the age of the person or group
of people I was engaged with. I began to isolate some of these behaviors and used that
information to best meet the specific needs of the individuals I worked with. Graduate studies
elicited many connections between what I was experiencing as a student and my experiences as a
classroom teacher and a school leader. Moreover, my personal learning experiences as a graduate
student and my exposure to the theories of Self-determination and Self-authorship shed light on
the depth and understandings of these connections. Both theories involve an individual’s
pathway of growth, in essence, one’s personal story. By utilizing a narrative approach and
drawing on the personal stories of Gen Z teachers, there was a natural connection to elements of
both of these theories. As the conceptual framework of this study evolved, it became clear that
the epistemology of my study would be centered around constructivism. Constructivism is a
learning or meaning making theory that explains how individuals create or construct their own
new understandings or knowledge through the interaction of what they already know and believe
(Cannella & Reiff, 1994; Richardson, 1997). I was interested in how Gen Z teachers have come
to build their understanding of what it means to teach and be a teacher. As importantly, I wanted
to know how Gen Z teachers think about how knowledge and understanding are best formed. My
own bias regarding learning certainly played a role in this. I have spent a career honing my own
skills and supporting other teachers in their quest to develop. For this reason, I was drawn to a
narrative approach with a phenomenological lens for this study. Leedy and Ormrod (2005)
suggest that the researcher can have a personal experience in the phenomenon of investigation,
which in turn allows the researcher to broaden his or her own understanding of the experience of
12

others. This would allow me to comprehend “what is the meaning, structure, and essence of the
lived experience of this phenomenon for this person or group of people?” (Patton, 2002, p. 132).
Noting that there is a gap in the research for this specific group of teachers, my topic seemed
timely considering a new generation of teachers were just entering the professional teaching
world. I decided on a narrative method of study because I appreciate listening to teachers’ stories
and hearing their perspectives. Gaining perspective through conversations has been an approach
that I have practiced and found to be a supportive resource when working with others. Therefore,
I chose to employ a narrative method as it not only aligned with my personal preference but also
because it provided a valid research method for my study (Crotty, 1998).
Introduction of the Self-determination Theory
Self-determination Theory (Deci & Ryan, 1985; Deci et al., 2001; Ryan & Deci, 2006)
Self-determination Theory (SDT), a theory of motivation constructed by researchers Deci
and Ryan, addresses issues of extrinsic and intrinsic motivation. SDT asserts that people have
three basic, innate psychological needs: competence, relatedness, and autonomy. If these
universal needs are met, SDT maintains that people will be able to function and grow optimally.
In order for individuals to ultimately reach their inherent potential, their social and learning
environment needs must be met. As well, SDT explains why people decide to make the choices
they do without external interference. SDT tries to explain to what degree human beings are truly
self-motivated and make choices of their own volition.
SDT maintains that the individual potential of an employee, for example, will vary
depending on their level of self-determination and has an impact on their ability to function
psychologically. SDT is divided into two main categories: autonomous motivation and controlled
motivation. When describing autonomous motivation, SDT offers that a person may complete a
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task for the purposes of intrinsic (internal) motivation or because the goals of the task align with
their personal values (identified regulation). However, in the category of controlled motivation,
individuals seek to complete tasks for internal pressures like avoiding personal guilt.
Furthermore, people may feel motivated by outside pressures and try to avoid negative
consequences or gain material rewards (introjected regulation). Understanding why or how new
Gen Z teachers are motivated may reveal areas for improvement in teacher development
methods.
Introduction of the Theory of Self-authorship
Theory of Self-authorship (Baxter Magolda, 2001; 2009; 2012)
Baxter Magolda (2001) defines self-authorship as “the internal capacity to define one’s
beliefs, identity, and social relations” (p. 269) and answers the three following questions: “How
do I know? Who am I? How do I want to construct relationships with others?” (p. 15).
Within the structure of the Theory of Self-authorship (TSA), Baxter Magolda (2001)
suggests that there are four phases that adults follow as they transition towards self-authorship.
In Phase 1, young adults follow a formula whereby they typically allow others to dictate the
pathway they will follow (e.g., college, career, family), although they will assure themselves that
they are the ones in control of their lives. Phase 2 suggests that this is often where a young adult
begins to see that the plan they had or the plan that was made for them is not suitable for them
anymore. Therefore, they seek a different path. Baxter Magolda describes this phase as the
crossroads. As a person begins to move toward choosing their own beliefs and acting on those
beliefs, they are moving into Phase 3, essentially becoming the author of their own life. Finally,
in Phase 4, adults form an internal foundation whereby they have established a deep sense of
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who they and how they know who they are. These phases of development are more closely
examined and applied to the context of the participants in this study.
Generation Z Teachers
Who are the newest generation of teachers entering Alberta schools? Generation Z
teachers are the most current cohort of post-secondary students, and they are demanding that
education adapt to meet their learning needs in different ways than ever before. Soares and Lopes
(2018) are careful to suggest that we need to keep in context that Generation Z is very distinct
from preceding generations. Generation Z is the first generation that does not remember a time
before the Internet or widespread mobile phone ownership. They were born at a time when the
world went online in the final years of the last century, and they were young children when
Facebook and the iPhone were launched and became part of mainstream society (Sparks &
Honey, 2015). This is also the first generation of “digital natives who have grown up living the
profound human experiment of social media – in which our attitudes towards information,
relationships, and privacy have greatly shifted” (Broadbent et al., 2017, p. 12).
Beginning Teachers in Alberta
Developing teachers with an equipped skill set is a tall order. In the Alberta Education
Review, respondents were asked what traits an individual considering teaching should have. The
results yielded the following: patience (36.1%), compassion and empathy (28.9%), intelligence
and knowledge (17.5%), and a love of children (15.6%) (Task Force for Teaching Excellence,
2014). One revelation that the data suggests is that although what we typically see as the staple in
a TPP program, intelligence and knowledge, is not nearly as valued as things like patience,
empathy, and compassion (Task Force for Teaching Excellence, 2014). The Task Force goes on
to reveal that as part of the application process to a TPP, applicants should have the “ability to
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make a connection and work with the student, and diversity of experience and background that
would enhance the teaching profession” (Task Force for Teaching Excellence, 2014). This report
suggests that preservice education must prioritize areas like compassion and empathy in order to
best prepare preservice teachers for the field (Task Force for Teaching Excellence, 2014). This
study utilized an empathic approach in order to properly understand this generation of teachers.
Within the learning community of each Teacher Preparation Program, there is culture to
consider, context to contemplate, and demographics to take into account. Ayers (1993) suggests
that there are essential reconciliations in our understandings that must be made in the journey to
becoming a teacher:
Teaching as a direct delivery of some preplanned curriculum, teaching as the orderly and
scripted convergence of information, teaching as clerking, is simply a myth. Teaching is
much larger and much more alive than that; it contains more pain and conflict, more joy
and intelligence, more uncertainty and ambiguity. It requires more judgement and energy
and intensity than, on some days, seems humanly possible. Teaching is spectacularly
unlimited. (p. 5)
To properly prepare teachers for such a multifarious career, Zeichner (2010) asserts that
there is not one ubiquitous program or model that will work in all institutions that offer teacher
preparation. Zeichner (2010) states what is mostly needed at the core of teacher preparation:
A shift in the epistemology of teacher education from a situation where academic
knowledge is seen as the authoritative source of knowledge about teaching to one where
different aspects of expertise that exist in school and communities are brought into
teacher education and coexist on a more equal plane with academic knowledge. This
broader view about the kinds of expertise that are needed to educate teachers expands
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opportunities for teacher learning, as new synergies are created through the interplay of
knowledge from different sources. (p. 95)
Regardless of whether one subscribes to Ayers’ (1993) description of teaching or
Zeichner’s (2010) call for a shift in the epistemology of teacher learning, the most important
concept to recognize is that constant examination and reflection are needed to address the
evolving needs for teacher learning to be supported effectively. For almost all new beginning
teachers, vulnerability and uncertainty is the norm due to the highly public and performative
nature of the role (Kelchtermans & Ballet 2002; Palmer, 2007). Finding ways to attend to these
realities is crucial to beginning teacher success.
Assumptions
I believe that Generation Z’s place in history and the world they have grown up in have
caused their initiation and adoption of the principles of the theories of self-determination and
self-authorship to occur at younger ages than in previous generations. Because of the exposure to
digital experiences, advancements in technology, and so many massive societal changes,
Generation Z has been part of a generation that is older, wiser, and more experienced than what
their biological age might suggest. At very young ages, Generation Z individuals have been
asked to make decisions on who they want to have a play date with, where they want to take a
family vacation, what food they want for dinner, what activities they want to be involved in, and
what school they want to attend. Meanwhile, Generation Z individuals have been asked to make
these kinds of decisions while having the information they wish for at their fingertips. This
combination of early exposure to decision making with access to endless information makes the
theoretical pathway of Generation Z well aligned with self-determination and self-authorship.
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Conclusion
Research does not necessarily have to reflect the researcher nor do the results of research
have to align with the beliefs of the researcher. However, investigating beginning teachers with a
particular focus on Generation Z while grounding this work in the theories of self-determination
and self-authorship, this research is certainly reflective of the person doing the research. During
my educational journey, the elements within the Theory of Self-authorship and the Selfdetermination Theory undeniably reflect my own path. In navigating my professional path, I
have consistently been the author of my own script. Similarly, Generation Z individuals are more
capable of helping us create environments that match their needs than previous generations.
“Drawn to perpetual reinvention, Generation Z will explore non-linear, overlapping paths of
education and work” (Sparks & Honey, 2015, para. 4). Like me, Generation Z most subscribes to
a humanist or constructivist theory of learning. These theories suggest that learning is intrinsic,
self-directed, and happens through reflecting and utilizing one’s own experiences (Merriam &
Bierema, 2014). “Since they prefer a hands-on approach to their learning, Generation Z prefers
to take an active role in how they learn rather than a passive stance experienced when listening to
an instructor lecture” (Pousson & Myers, 2018, p. 3). Like me, Generation Z requires learning
experiences to be incredibly flexible and personalized. They want their learning to be reflective
of the learner that they are (Rothman, 2016).
Organization of Remainder of the Study
In Chapter II a review of related literature on the topics of Generation Z, the Selfdetermination Theory, and the Theory of Self-authorship is provided. Chapter III offers a
description of the methodology used for this study including data and analysis techniques.
Within Chapter IV, the results from the collected data in the interviews are shared. Lastly,
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Chapter V provides a discussion of the information gathered, implications, lessons learned,
recommendations for practice, and indications for future research.
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CHAPTER II
LITERATURE REVIEW
The majority of current post-secondary students and beginning teachers come from
Generation Z, particularly those born between 1995 and 1997. This new generation of teachers
and learners is demanding that educational environments adapt to meet the needs of an everchanging demographic of learners. As Generation Z is ushered into the world of higher education
and the teaching profession, there is cause for contemplation as to the perspectives of Generation
Z regarding their experiences in teaching and learning. Learning and understanding the needs of
Generation Z, as well as constructing learning to best meet the needs of these learners, must be
examined more closely in order to properly prepare and support Generation Z teachers.
Brief History of Previous Generations
When analyzing Gen Z, it is critical to consider their dynamics (learning preferences) in
relation to previous generations. Most importantly, in contemplating how to best support
Generation Z in their learning, we should consider what we know about the learning tendencies
of generations that have preceded Generation Z. Rue (2018) shared that although it is dangerous
to generalize a population or generation, “a person’s humanity cannot be honored if we ever
think of them as only a member of a generation. Yet if we ignore generations, we can fall into
the trap of seeing our own coming-of-age experience as normative” (p. 11).
A brief look at the history of the world’s current population offers context for this study.
As of 2020, five generations make up the population. The oldest generation still living is the
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Traditionalist or the Silent Generation, those born before 1945 (Corrigan, 2013). This generation
has been described as hard working and has a deep respect for authority (Corrigan, 2013). The
Baby Boomer generation (1946-1964) was also hard working even to an extreme (Corrigan,
2013). Baby Boomers often worked so hard that their lives had less balance, and their family
lives were impacted by this. Baby Boomers also tended to question and challenge authority.
Generation X (1965-1976) grew up during a time when the AIDS epidemic enveloped the world.
This generation was better at creating work-life balance and much more independent than the
Baby Boomers that preceded them. Finally, Generation Y (Millennials), the generation before
Generation Z, includes those born between 1977 and 1995 (Corrigan, 2013). Gen Y, along with
Gen X, are currently those who occupy most of the adult educator population. At the time of this
study, adult learning environments were constructed to meet the needs of these two generations.
Presumably, understanding those generations influenced the types of programming that postsecondary schools deliver. These adult learners come from these two generations and higher
education has established programming to meet their needs. Gen X and Gen Y are also the
parents of the newest population entering post-secondary institutions and those newest to the
teaching profession, Generation Z.
Who is Generation Z?
There has been extensive study and literature regarding previous generations, but that is
not the case for Generation Z. In the past few years, more attention has been given to
investigating and understanding this generation, but limited research has been conducted. Soares
and Lopes (2018) are careful to suggest that we need to note that Generation Z is very distinct
from preceding generations, even from the preceding Millennial generation. Some researchers
believe that the brains of Generation Z are structurally different than those of earlier generations,
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not as a result of genetics, but as a result of the external environments in which they have been
raised (Rothman, 2016). Generation Z is the first generation that does not remember a time
before the Internet or widespread mobile phone ownership. Generation Z individuals were born
at a time when the world went online in the final years of the last century, and they were young
children when Facebook and the iPhone were launched and became part of mainstream society
(Sparks & Honey, 2015). They are also the first generation of “digital natives who have grown
up living the profound human experiment of social media – in which our attitudes towards
information, relationships, and privacy have greatly shifted” (Broadbent et al., 2017).
Individuals of Generation Z, also referred to as iGen, Centennials, Generation Next,
Homeland Generation, Plurals, and Post-Millennials, are considered to be more racially and
ethnically diverse than any generation before them (Rue, 2018). Seemiller and Grace (2017), in
their study of 1,200 college students from Generation Z, found that the students saw themselves
as influential, entrepreneurial, open-minded, and responsible. According to Sparks & Honey
(2015), Generation Z individuals are less focused and tend to digest information quickly.
Surprisingly, their attention span is only around eight seconds compared to the twelve second
attention span of Millennials (Sparks & Honey, 2015). Generation Z is also used to shifting
between work and play and then back again. They have grown up bouncing from one task to the
next including gaming, reading, watching a YouTube video, and working on homework (Sparks
& Honey, 2015).
Generation Z has often been described as the generation that has shifted from a focus on
the individual to a broader focus on the larger collective, from me to we (Seemiller & Grace,
2017). As teenagers, this generation has been inspired to live life with a purpose and to live “a
life that has perspective and finally a life that is bigger than our own ‘ME’ world” (Sarafian,
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n.d.). Seemiller and Grace (2017) insist that Generation Z has a more developed social
conscience and a desire to do good for others and that they want more than just the quick
solution that works for them. Furthermore, Seemiller and Grace (2017) offer that Generation Z is
concerned for others’ well-being and seeks to build networks that support those around them.
Exposure to global issues and a world beyond their local community is the norm. This generation
values making a difference more than financial stability or career advancement (Seemiller &
Clayton, 2019).
Generation Z has experienced a pervasive exposure to technology unlike any generation
before them. Chilliers (2017) states that 100% of Generation Z students feel like they know more
about technology than their teachers or lecturers. This unprecedented perspective that youth are
more knowledgeable than their elders has not been seen before. A paradigm shift of this
magnitude, where youth have a greater awareness than their parents and grandparents, is
something that community and educational leaders will need to grasp quickly as they prepare for
future learning environments.
During their short life, Generation Z has only known the viral world of Facebook,
Instagram, and YouTube (Seemiller & Grace, 2017). They are growing up in a world that is
filled with examples of tech savvy peers who have been able to integrate new technologies in
inventive ways to make social changes and shift the way society operates. Due to their exposure
to technology and globalization, Generation Z has developed an optimistic and realistic view of
the future (Seemiller & Grace, 2017). This mindset, although not surprising, makes Generation
Z’s population aware and in tune with the present and the future (Seemiller & Grace, 2017).
“The brains of Generation Z’s have become wired to sophisticated, complex visual imagery, and
as a result, the part of the brain responsible for visual ability is far more developed, making
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visual forms of learning more effective” (Rothman, 2016, p. 3). Because they have grown up in a
world of touch screens, their relationship with technology has been highly instinctual (Sparks &
Honey, 2015). Posting on social media is the norm for this generation.
Who is Generation Z as Learners?
The majority of research that has been conducted on Generation Z has only taken place in
the last five years. As Generation Z has entered high school and most recently the first years of
college, researchers have been eager to figure out what can be decoded about future desires from
this generation of learners. How might higher education adjust to the needs of the newest
members of their student body based on the make-up of their newest recruits? The data suggests
that Generation Z feels that they need skills that transfer to the real world and that they are
looking for just-in-time learning/learning on demand instead of the current model of prescheduled learning. Rothman (2016) shares that Generation Z need to discover and curate the
work they do. Because they have had many collaborative learning experiences, working in small
groups and teams comes naturally to them. Both intellectual and social/emotional support are
important by-products of these collaborative practices (Rothman, 2016).
Generation Z tends to think more pragmatically as they realize they need to continue to
master new skills in order to stay relevant, but that does not necessarily mean they need formal
higher education to gain these new skills (Sparks & Honey, 2015). They feel they can gain skills
and education through a wide variety of modes including mentorships at home and school,
apprenticeships, internships, and online training. Students in this generation are used to a
workflow system where they can gain access to their digital needs with a variety of options
(phones, laptops, netbooks) without having to use a computer lab or home computer.
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Generation Z as Adult Learners
Adult learning comes with a litany of research describing both its theory and practice.
Merriam and Bierema (2014) suggest that behaviorism, humanism, cognitivism, social
cognitivism, and constructivism are the most critical theories that explain adult learning. In the
following paragraph, each theory is examined in relation to Generation Z.
Behaviorists conclude that learning is a change in behavior as the result of an external
reward or reinforcement. In a traditional educational setting, educators often work from the
principle of a reward model, where there is an external incentive based on performance. In
contrast, humanists offer an entirely opposite perspective and share that human beings are free to
make their own choices and have an intrinsic motivation to grow and develop (Merriam &
Bierema, 2014). The term cognitivism suggests that learning is about how the brain processes
information, much like a computer. Cognitivists believe the brain operates as an input,
processing, and output system (Merriam & Bierema, 2014). The Social Cognitive Theory claims
that learning happens through observing others and through modeling in a social context. This
theory implies that there is a combination of cognitivism and behaviourism (Merriam &
Bierema, 2014). Finally, the fifth and most common theory of learning is constructivism.
Constructivists believe that learning happens through one’s experiences, “that learning is the
construction of meaning through experiences” (Merriam & Bierema, 2014). As Generation Z
engages the world as teachers and adult learners, understanding these theories is significant for
supporting this newest generation of teachers.
How Does Generation Z View Higher Education?
Generation Z can be described as mostly indifferent to higher education. Compared to the
previous Millennial generation, Generation Z is not as committed to considering an advanced
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degree. Only 64% of Generation Z are considering pursuing advanced degrees compared to 71%
of Millennials (Sparks & Honey, 2015). Why would they make an investment in an advanced
degree when there are better alternatives available? They are conscious of the rising cost of
higher education and are less willing to spend money on something that they are not convinced
will lead them to a successful future (Sparks & Honey, 2015).
More individualized alternatives allow them to set their own pace. Generation Z
individuals want learning to be more individualistic, and they demand more one-on-one attention
and feedback. Their preference is to work individually and then build up to group work. Pousson
and Myers (2018) indicate that those from Generation Z value approachability and relatability
from professors and those they work with:
A unique characteristic of Generation Z is their penchant for intrapersonal learning. They
prefer to learn independently and at their own pace. Once they have learned the specific
course content, they then enjoy working in group settings where they can engage in
classroom discussions to apply the content they have learned. While they want a voice in
setting their own learning pace, they see the benefits from working with others. Logicbased approaches and experimental learning are their preferred forms of learning since
these approaches allow for information to be organized into solutions and discovering
which ones are appropriate for real-life situations. (p. 3)
Parents play a critical role in the future of Generation Z. Because parents of Generation Z
are more attentive than the previous generation of parents, they are more valued as coaches and
mentors than as authority figures. Advice or coaching from parents has a stronger bearing on
Generation Z than that of a college counselor or higher education official. Generation Z is more
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connected and dependent on their parents and families than previous generations (Sparks &
Honey, 2015).
Students of Generation Z have been exposed to and appreciate self-reflection. This
generation has grown up in environments where there is more facilitated learning instead of
direct instruction. Because of their attention span and their previous classroom experiences,
Generation Z does not value auditory learning, such as lectures and discussions. Their preference
is to participate in interactive games, collaborative projects, advance organizers, and challenges.
(Rothman, 2016).
In 2017, the Varkey Foundation launched a Global Citizenship Survey to determine what
Generation Z thinks and feels. The data from this research was gathered from countries that score
the highest on international test scores (USA was not a part of this study as it is not considered a
PISA powerhouse). Other than students from Japan, Gen Z students expressed that school is a
major cause of anxiety in their lives and that school, in general, does little to increase their sense
of belonging (Broadbent et al., 2017). This low level of trust in educational institutions
undoubtedly has an impact on how Generation Z will view higher education in the future. As
future adult learners, Generation Z will also likely want to attend institutions or seek
employment where they are able to find ways to reduce their anxiety and establish an atmosphere
and practices that create a deeper sense of belonging (Broadbent et al., 2017).
Social/Emotional State of Generation Z
Lukianoff and Haidt (2018) seek to debunk what they consider the untruths that have
influenced Generation Z. They offer that three major untruths have created higher rates of fear,
anxiety, and depression in Generation Z. The three untruths are as follows: what doesn’t kill you
makes you weaker; always trust your feelings; and life is a battle between good people and evil
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people. These untruths disable the newest higher education entrants and destabilizing how
colleges and universities operate (Lukianoff & Haidt, 2018). With a more fragile emotional state
and a society that fosters these untruths, higher education needs to provide sufficient mental
health resources, as well as programs that can adapt to the emotional needs of its students.
Lukianoff and Haidt (2018) argue that society needs to change the way children are raised. The
authors believe that society must prepare youth for the road ahead, not prepare the road ahead for
youth. Although this is a fair argument, the onus is primarily on higher education and
professional organizations like school districts and teacher unions to adapt first.
What Motivates Generation Z in the Workplace?
Motivation, as defined by Pintrich and Schunk (1996), is “the process whereby goaldirected activity is instigated and sustained” (p. 4). Kirchmayer and Fratričová (2020) found that
Generation Z is motivated by having meaningful jobs that they really enjoy. This study also
found that Generation Z is not concerned with losing their job, although they do wish for a
suitable base salary without much consideration for incentivised pay. Meret et al. (2018)
revealed that Generation Z chooses a job in which they value learning and development and
trust, although the study indicated that some motivation for job security was important.
Generation Z employees, as studied by Lazanyi and Bilan (2017), felt that in order for them to be
motivated in the workplace, they require a superior to have gained their trust and respect by
showing that they display a high level of professional excellence. Generation Z is more
interested in short term outcomes, not necessarily on life-long careers in one place (Sidorcuka &
Chesnovicka, 2017). They prefer to be allowed flexibility and innovation in their roles and to be
respected for their individuality (Sidorcuka & Chesnovicka, 2017). Finally, “Generation Z wants
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to feel empowered, so allowing them to make their own decisions, think critically, and offer their
opinions will likely engage them further” (Mendoza, 2018, p. 121).
What Generation Z Wants
To meet the needs of Generation Z, the most current data suggests that Generation Z
wants content to be delivered with complex, connected graphics (Rothman, 2016). With a shorter
attention span, they may become easily bored and teaching should be conducted in smaller
pieces that connect quickly. Due to their previous learning experiences, they see learning as
something to go through, not to be a spectator of (Rothman, 2016). They demand instant
feedback from their professors and continuous grading and assessment on their work (Rothman,
2016). Although they are able to solve complex problems, they are used to having answers at
their fingertips (Seemiller & Grace, 2017). In her study on optimal design for online learning for
Generation Z college students, Yu (2016) revealed that participants sought to have a flexible
schedule, instant access to their coursework, and real-time interactions with their peers and
teachers. As well, students from Generation Z insisted on more control over their learning to
allow for working at their own pace (Yu, 2016).
Seemiller and Grace (2017) posit that Generation Z individuals are observers. They
desire to watch others as a way of learning, whether live or on a YouTube video. As well, their
inclination for intrapersonal learning does not mean that they do not see value in collaboration,
they just prefer to think on their own first before engaging with others (Seemiller & Grace,
2017). Generation Z wants their learning to be personalized and reflective of the learner that they
are (Rothman, 2016). Essential components in a Generation Z learning environment consist of
technology, social media, visual forms, entertainment, while requiring low attention time and the
ability to acquire the information quickly (Wahab et al., 2018).
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McGaha (2018) revealed that Generation Z seeks leaders that are effective
communicators, are emotionally intelligent, offer mentorship, are competent, and promote
equality. Overall, Gen Z prefers a transformational leader who offers a participatory style and
encourages them in their individual growth and development. The following guide, found in
Table 1, reflects transitional practices for Generation Z learners (Chilliers, 2017).
Table 1
Transitional Practices for Gen Z Learners
Those Who Are To Lead
Possible bridge
Generation Z
Know they have more Realize that they teach a person Teaching Generation Z requires using software,
technology know-how with technology know-how
hardware, digital, technology, and social media.
Creative classroom setups will need to form part
than their lecturers
of the education process.
Use online features
Include some technology in
Explore the Internet as a communication tool in
throughout their
teaching
a group decision-making process and seek to not
learning
work in isolation but enhance the
interconnectedness of the group.
Request more
Realize that social media can Research social networks and their impact on
technology-usage as
benefit teaching-learning
the traditional approach to urban planning as a
possible integration method. Explore virtual
part of their learning strategies
place-making processes and creative classroom
setups.
Growing interest in
May still hold traditional
Explore applications and supporting software to
online examinations, teaching methods (such as
implement a gradual change. Replace
PowerPoints with open discussions, lively
online study material written examinations and
formal contact sessions) as best debate, and structured group work.
strategies.
Prefer more contact
Prefer more (traditional) contact Move away from traditional teaching
sessions (online and/or sessions
approaches to more learner-based learning.
Include visual methods and creative teaching
traditional – combined)
sessions (indoors and outdoors).
Born into the Internet Not fully aware of the
Professional development support to help them
era and do not always characteristics of Generation Z move from a traditional to a transformational
learning model. Opportunities to engage and
understand a different including the challenges and
view
preferences of this generation connect personally with Generation Z.

Generation Z View

Chart Source: Based on Stern (2014); Rothman (2016); Streetline (2013); Hanzl (2007) from
Chilliers (2017).

30

As described by Sparks & Honey (2015):
They will live in their own algorithm, becoming experts in the obscure with carefully
curated digital personas. But in an instant-everything existence, tomorrow’s grown-ups
will have to find new ways of coping: digital detox will become their new therapy. If it
doesn’t work, Generation Z will find a way to fix it.
Who are Generation Z Teachers?
What role does autonomous motivation play as a catalyst for best teaching? Does
controlled motivation negatively impact Generation Z teacher performance and efficacy? What
role do school, district, and provincial educational environments have on motivation? For
example, what impact do things like workload and feedback have on the quality of work
motivation? Korthagen (2004) suggests that by constructing work environments that allow for
more autonomy and reflection, teachers will have more inspiration and enthusiasm for their role.
Similarly, autonomous motivations can positively impact teacher performance and student
learning (Fernet et al., 2016). Gen Z’s perception of teacher development, as influenced by the
ability to be more emotionally connected, should create a deeper level of consciousness and
awareness of self. This further supports the need for autonomous work environments.
Generation Z is more able to help us create environments that match their needs than
previous generations. “Drawn to perpetual reinvention, Generation Z will explore non-linear,
overlapping paths of education and work” (Sparks & Honey, 2015, para. 4). Even beyond
Generation Z’s connection to SDT, they also subscribe to both the humanist and constructivist
theories of learning. These two theories suggest that learning is intrinsic, self-directed, and
happens through reflecting and utilizing one’s own experiences (Merriam & Bierema, 2014).
“Since they prefer a hands-on approach to their learning, Generation Z prefers to take an active
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role in how they learn rather than a passive stance experienced when listening to an instructor
lecture” (Pousson & Myers, 2018, p. 3). Generation Z requires their learning experiences to be
incredibly flexible and fit what works best for them. They want their learning to be personalized,
reflective of the learner that they are (Rothman, 2016).
Beginning Teaching in Alberta
A paradigm shift where youth are seen to have a greater awareness than their parents and
grandparents is something that leaders in education will need to grasp quickly as they prepare for
the future of teachers. A major concern for beginning teachers is that almost all new teachers
experience vulnerability and uncertainty, which stems from the highly public and performative
nature of the role (Kelchtermans & Ballet, 2002). In the Future of Teaching in Alberta (ATA,
2011), Servage suggests that what is learned in university and through practicum does not
prepare new teachers for the complexity of their work (2012). As such, beginning teachers in
Alberta have indicated that a major cause of their discord is being underprepared and a lack of
consistent or reliable feedback. In the past, this has left beginning teachers in Alberta confused
about of what they need to do to improve or even retain a teaching contract. Although some
Alberta school districts are providing some induction supports for beginning teachers, results
from surveys from teachers’ experiences suggest that implementation has been uneven, and
success is varied (Servage, 2012).
In a five-year study of 135 beginning teachers in Alberta (Alberta Teachers’ Association,
2013), it was noted that the induction of new teachers is highly dependent on the philosophy
“about the role of new teachers and the relationships that exist between novices, veteran teachers
and school administrators” (p. 2). This research found that the climate of the school is the critical
factor in determining what induction looks like and how effective any induction components are
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(ATA, 2013). A guide called Alberta Education’s Principal’s Guide to Teacher Induction was
created as a result of this research (Alberta Teachers’ Association, 2015). The document provides
guidelines, suggestions, and information on what school principals can do to support beginning
teachers in their school. Although the guide is comprehensive and based on data from the Alberta
study, it is merely provided as a guide. Principals and district personnel have access to the
information, but there is no mandate or assumption that the guide is a necessary component for
districts to implement. Further, reading the guide is not even a requirement for educational
leaders in the province.
All Alberta teachers are required to adhere to the Teaching Quality Standard (TQS) that
has been set by the province. The first version of the TQS was formed in 1997. It was revised in
2016-2017 to reflect the most current understanding of expectations of all Alberta teachers
(Alberta Teachers’ Association, 2018). The newest 2018 document focuses on teaching
competencies and development of these competencies instead of the previous Knowledge, Skills,
and Attributes (KSAs) that were the staple of the previous requirements (Alberta Education,
2018). In the 1997 TQS, beginning teachers had a separate set of expectations from their more
experienced colleagues. The revised TQS now indicates that all teachers, beginning or
experienced, are expected to adhere to the same standards (Alberta Education, 2018). The new
TQS does acknowledge with these changes that there is a need to connect the design of
preservice teacher preparation to the current actualities of what happens in today’s classrooms
(Alberta Education, 2018).
Once a beginning teacher is determined eligible to teach in an Alberta classroom,
regardless of which generation they belong to, they can apply to any recognized school district
for employment. Table 2 illustrates the contractual pathway all beginning teachers must follow in
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Table 2
Teachers’ Employment Arrangements in Alberta
TYPE OF
CONTRACT

Probationary
(section 206)

Interim
(section 210)

MAY BE
OFFERED TO

a) Teacher not on
staff in prior year
unless as a
substitute or on
temporary
contract
b) Teacher on
part-time
contract for less
than a full year
Same as above

DURATION

EXTENDABLE

TENURE
PROVISIONS

Complete school
year (or full-time
equivalent);
terminates June
30

Once, if
evaluation
indicates a need
and if teacher
agrees

Premature termination
may be appealed to Board
of Reference; on
prescribed termination
date, no obligation on
board to provide reasons
for non-reemployment

Not applicable

Same as above

Further
temporary
contracts
permitted

Termination on 30 days’
notice; no appeal

Not applicable

Any termination may be
appealed to Board of
Reference; notice must be
minimum of 30 days by
either party and may not be
served during, or less than
30 days prior to, a vacation
of 14 or more days
Termination without
notice.
Generally, no appeal

Temporary
(section 209)

Any teacher

Continuing
(section 207)

Any teacher

Up to 360
consecutive
teaching days;
terminates next
June 30 or as
specified
Replacement for
minimum of 20
consecutive
teaching days;
terminates June
30 or on the date
specified
Indefinite

Substitute
(section 208)

Any teacher

Day to day

Unlimited, unless
absent teacher to
be gone for 20 or
more consecutive
teaching days
Part-time
Any teacher
Position may be probationary, interim, temporary or continuing and
(section 211)
above rules apply, except that school board may vary fraction of
time for next semester or school year and if teacher does not accept,
board may terminate, in which case there is generally no appeal.
TEACHERS’ EMPLOYMENT ARRANGEMENTS IN ALBERTA (2019)
[The Education Act, 2019 with Amendments in Force as of September, 2019]
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order to obtain permanent teaching certification in the province. The table is a reflection of the
Teachers’ Employment Arrangements in the province of Alberta.
Table 2 shows that there is a myriad of contractual conditions that may apply to a teacher
when entering the profession. This could mean obtaining a teaching role that ranges from a
substitute contract to a part-time contract to a temporary contract. In order to establish job
security, a beginning teacher must then be offered a probationary contract whereby they are
evaluated and given potential feedback with the hope of being offered a continuing contract once
the evaluation phase is complete. Interestingly, prior to being offered a probationary contract,
there is no requirement from district or school officials to provide these teachers with any form
of official guidance or developmental support. District and school orientation or induction is
suggested but not required and varies considerably throughout the province (ATA, 2015).
Canadian researchers Kutsyuruba and Walker (2017) conducted a Pan-Canadian study
that reviewed literature on early career teachers from across the country. Nationally, the results
of this review indicated that beginning teachers crave a lot more support during their early years
of teaching. New teacher orientations, professional development, and support from their peers
and supervisors are all necessary components of early career success and confidence
(Kutsyuruba & Walker, 2017). Moreover, context for each individual situation must be taken
into consideration during the induction process (Kutsyuruba et al., 2017).
As part of this collection of literature, Beck et al. (2017) contributed a more detailed
report that was specific to early career teachers in Alberta. They shared that although 70% of
early career teachers in the province obtain a continuous teaching contract by their third year of
teaching, most of these teachers experienced instability in their teaching roles and many were
insecurely employed (Alberta Education, 2018). Forty-two percent of these teachers indicated
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that they had at least one or two major changes in their short teaching careers, which made it
difficult to develop any level of expertise or routines to begin their careers (Alberta Education,
2018).
In an effort to bridge the need for quality candidates and support the development and
retention of the newest generation of teachers in the province, there are some important
considerations that need to be made. Most notably, scholars propose implementing
comprehensive induction programs at the school and district level. Taranto (2011) found that
new teacher induction programs have helped to shrink the number of new teachers exiting the
field. Bartlett and Johnson (2010) maintain some universal truths about induction. Firstly,
induction matters. Both the form and quantity of induction impacted retention rates and job
satisfaction. As importantly, the literature shows that it is imperative that context matters –
induction programs need to reflect the local area and one size does not fit all. Induction
programs, as asserted above, reduce beginning teacher attrition (Bartlett & Johnson, 2010). The
need to develop induction programs that adhere to purposeful criteria is equally important.
Simply introducing a standardized model is not the answer. Induction as we know it will also
have to adapt to the specific needs of a new generation of teachers. An induction model must
adhere to essential guidelines but be developed under the guise of direct reflection of the schools,
communities, and teaching personnel (particularly Gen Z) that the district serves.
This research on Generation Z perspectives sought to address these challenges and
proposes alternatives to support those newest to the profession. By understanding and addressing
the needs of new teachers from Generation Z, stakeholders can better develop and support the
most vulnerable teachers in the system. A main goal of education is to grow students to reach
their highest potential, and the same goal applies when planning for new teachers from
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Generation Z. This research study aimed to uncover Generation Z educator perspectives and
reveal insights in order to inform what a supportive teacher induction model could look like.
The progression from a preservice Teacher Preparation Program (TPP) to a first year
beginning teacher is not always a simple or well-executed transition. Large gaps in
understanding and training exist for preservice teachers and those entering the teaching
profession (Zeichner, 2010). Critical challenges exist in teacher preparation both in the United
States and the province of Alberta. To universally confront these challenges, teacher education
leaders need a plan of action that involves a comprehensive teacher development model. “The
review of teacher education programs must involve stakeholders, especially system education
leaders” (Task Force for Teaching Excellence, 2014, p. 31). The construction and execution of
such a model entails thoughtful connections between rich and timely research and engaged
educational leadership to fully prepare and nurture those newest to the profession (Task Force for
Teaching Excellence, 2014).
Self-determination and Generation Z
The Self-determination Theory (SDT), developed by theorists Ryan and Deci (2017), is
focused on motivation, human development, and the well-being of individuals. SDT is mainly
concerned with the human’s positive developmental tendencies, as well as the social
environments that are in conflict with one’s natural tendencies.
SDT identifies that when it comes to motivation, there are specific consequences for
learning (Ryan & Deci, 2000). SDT identifies that there are three basic psychological needs, that
when met, allow individuals to achieve a high level of growth and well-being (Ryan & Deci,
2017). According to the theory, human beings need to feel an optimal level of autonomy,
competence, and relatedness (Ryan & Deci, 2017). These human needs allow an understanding
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of the social contexts that support our psychological needs and provide increased motivation that
leads to healthy human development (Ryan & Deci, 2017). Ryan and Deci’s (2017) research
suggests that individuals are more likely to operate in an enhanced school environment for
learning if they feel a sense of empowerment, are confident in their learning, and feel a sense of
belonging. Simply put, learning improves in environments that meet the basic psychological
needs as defined by SDT (Ryan & Deci, 2017).
What do we know about SDT and teachers? Turner (2019) focused on SDT and teachers
in a one-to-one learning environment. This study concluded that teachers were able to use the
tenants of SDT to support students’ autonomy, competence, and relatedness needs, which in turn
were able to support student motivation, healthy development, well-being, engagement,
enhanced performance, persistence, and creativity (Turner, 2019).
Olivadoti (2012), in research conducted on beginning teachers in relation to the tenants of
SDT, offers that relatedness, competence, and autonomy does have a significant relationship on
the well-being of teachers in their beginning years. Olivadoti (2012) surmised that teachers who
experience higher levels of autonomy, competence, and relatedness would be more likely to have
higher classroom success, be less likely to leave the profession, have greater positive emotions,
be able to improve student outcomes, and have a higher level of career satisfaction. Hobson and
Maxwell (2017) found that basic psychological needs as described in SDT are necessary but not
a sufficient condition for the optimal well-being of beginning teachers due to the potential for a
wider range of environmental factors that affect early teacher development.
Although there are currently no published studies on what the connection is between SDT
and Generation Z teachers, indications from relatable research might suggest there are important
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confirmations and new revelations to encounter. However, as Merriam and Bierema (2014)
expressed, internal motivation is more of a driver than external motivation for adult learners.
Self-authorship and Generation Z
The Theory of Self-authorship (TSA), originally conceived by Kegan (1994), is a socialconstructive theory that was advanced later by Baxter Magolda (2001). Self-authorship is formed
on a developmental continuum that explains how individuals shift from a more external
reference point to a more established internal frame of reference. As humans grow, mature, and
gain experiences, the process of relying on external knowledge and authority is transferred to an
internal motive where a person is guided by their own thinking based on their own meaning
making perspectives (Baxter Magolda, 2009). Baxter Magolda (2009) suggests that within the
self-authorship construct, one’s internal way of knowing becomes more relied upon as one
establishes personal meanings and understanding. “Self-authorship acts as a regulator on a
cognitive scope” (Day & Lane, 2014, p. 1). Self-authorship helps to explain the exploration of
the questions “How do I know?” “Who am I?” and “How do I construct relationships?” (Baxter
Magolda, 2001, p. 4).
Knowles (1975) defines what a person is experiencing as self-directed learning, which
involves taking initiative to chart their own learning path and being responsible for what, how,
and where they are going to learn. As students and young adults mature, Baxter Magolda (2001)
expressed that they enter “the crossroads” of their lives, where they are “becoming the author of
one’s own life” and creating “internal foundations.” As young adults enter into professional
workplace environments, they can begin to question their assumptions (Baxter Magolda, 2012).
This deeper learning involves creating new knowledge and making further connections for
oneself. “Deep learning is more natural to the human condition because it more clearly connects
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with our core motivations: to directly and deeply engage in learning; and to do things that truly
make a difference to our lives” (Fullan & Langworthy, 2014, p. i). Establishing patterns of
deeper learning leads to self-authorship. “Self-authorship is characterized by internally
generating and coordinating one’s beliefs, values, and internal loyalties. Self-authoring
individuals take internal and external responsibility for their thinking, feeling, and acting”
(Baxter Magolda et al., 2012, p. 29).
In studying young adults, Baxter Magolda (2012) offers her Learning Partnerships Model
(LPM) as a way to explain the relationships that exist between how individuals learn and the
complex workplace environments and job demands that occur in a professional work
environment. “The LPM enables Self-authorship, thus eliminating the concern that learners are
coerced into particular beliefs or into thinking in particular ways” (Baxter Magolda, 2009, p. 4).
This model suggests that when moving towards a life of self-authorship, individuals need their
thoughts and feelings respected. They also need to be supported in viewing their experiences as
opportunities for growth while working in a collaborative environment. Furthermore, Baxter
Magolda’s (2012) LPM reveals that for individuals to become self-authors they need support to
draw attention to the complexity of work and life and be able to share their own perspectives and
expertise while working well with others.
In their submission of the ASHE Higher Education Report, Baxter Magolda and King
assert that as young adults make sense of their experiences, they are actively involved in the
process of making meaning (2012a). This report offers a conceptualized breakdown of the stages
that move individuals from the external to the internal phases of self-authorship. Meaning
making explains how individuals apply strategies to understand the what and how of their
learning (Baxter Magolda, 2012). Applying strategies for making meaning “provides a way to
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discern and understand who does what in the educational process, such as the roles of educators,
parents and peers, educational and professional standards of practice, and students’
responsibilities as learners. It provides a way of weighing sources of information and insights
(including texts, Web sites, professors, staff members, and peers) to decide what to believe”
(Baxter Magolda & King, 2012a, p. 4). Self-authorship and meaning making exists in all
dimensions of life and the boundaries of learning and personal growth are not limited to what
happens in an academic or professional setting (Baxter Magolda & King, 2012a).
Conclusion
Chapter II presented a considerable examination of Generation Z. It included a brief
analysis of previous generations to provide context. Generation Z was assessed to “prefer to
engage in hands-on learning opportunities in which they can immediately apply what they learn
to real life” (Seemiller & Grace, 2017, p. 3). Furthermore, they are observers and appreciate
watching before doing and have a preference for intrapersonal learning (Seemiller & Grace,
2017). Generation Z is a complex but critical population of learners to understand.
The Self-determination Theory and the Theory of Self-authorship both support a basis for
adult learning. Generation Z has developed in ways that are reflective of these two models of
development. SDT details that within a school environment, individuals need to feel a sense of
empowerment, be confident in their learning, and feel a sense of belonging in order to be
optimally motivated (Ryan & Deci, 2017). Similarly, TSA describes that as young adults make
sense of their experiences, they are engaging in the process of making sense of their beliefs and
values (Baxter Magolda, 2001; 2009). There is a causal connection between this generation and
the theories of self-determination and self-authorship.
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Summary and Organization of the Next Chapter
This chapter examined research surrounding generational differences and more
specifically the distinctions of Generation Z. Furthermore, the implications between the learning
theories of self-determination and self-authorship were explored in relation to Generation Z.
Chapter III discusses the details of the methodology, data collection, and analysis techniques for
this study.
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CHAPTER III
METHODOLOGY
The purpose of this study was to gain a deeper understanding of the perspectives of
Generation Z teachers regarding their experiences during preservice education and during their
first year(s) of teaching. This qualitative narrative study examined Generation Z teachers’
experiences during their teacher preparation and their first year(s) as a professional teacher. At
the time of this study, all participants were teaching in the southeastern part of Alberta. This
research is important because as Generation Z is ushered into the teaching profession, it is crucial
to ensure that schools, districts, and educational leaders adapt to support the specific
developmental needs of the newest teaching professionals. The appropriateness of using a
narrative study approach, as well as how the theoretical frameworks of the Self-determination
Theory (SDT) and the Theory of Self-authorship (TSA) support Generation Z teacher learning is
discussed further in this chapter. Important components of this chapter include details about the
theoretical framework, methodology, and study design.
Theoretical Framework
In narrative research, it is important to establish goals in order to provide clear direction
and avoid distractions (Maxwell, 2013). Maxwell suggests that intellectual goals assist in
“gaining insight into what it is going on and why things are happening” (Maxwell, 2013, p. 28).
As the researcher, I have prioritized my intellectual goals to focus on the development of
beginning teachers from Generation Z.
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Within the context of teacher growth and development, I have been dedicated to
understanding Generation Z, particularly those born between 1995 and 1997. My professional
experiences have been largely shaped by a wide range of opportunities in the field of education.
For almost thirty years, I have shared in the experiences of being an elementary teacher, a junior
high humanities teacher, a high school English and Social Studies teacher, a curriculum designer,
a learning coach, a special needs teacher, and a school administrator. The goal of my research
was to address the realities of current learning experiences of Generation Z teachers throughout
their formal training during their preservice training and during their first year(s) of teaching.
Generation Z can aptly be reflected within the context of two theories, both tied to one’s
personalized story which informs the narrative approach. Deci and Ryan’s Self-determination
Theory, established as a motivational theory, offers an entry into participants’ lives (1985). SDT
gives a unique frame of reference to motivation and what lies behind people’s choices (Deci &
Ryan, 1985). SDT maintains that motivation runs on a continuum pinned by two major branches,
intrinsic motivation and extrinsic motivation (Deci & Ryan, 1985). Motivation can shift back and
forth along the continuum; it can be plotted at various points in between the two ends depending
on the context of the situation (Deci & Ryan, 1985). Ryan and Deci (2000) indicated that humans
are motivated by three basic psychological needs: competence, relatedness, and autonomy. In the
SDT model, competence refers to the general ability to do something with success (Ryan & Deci,
2000). This is more specifically called effectiveness motivation. Relatedness refers to a person’s
need to belong and feel accepted by others. Autonomy refers to a person’s need to feel selfdetermined and a source of their own action (Ryan & Deci, 2000).
In my most recent role as a school administrator, a significant task was the hiring,
development, and support of new and experienced teachers. In reflecting upon this role as it
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relates to the Self-determination Theory, a common thread among all teachers is that autonomy,
competence, and relatedness are important to them regarding motivation and development.
Beginning teachers, not necessarily belonging to Generation Z, see motivation as being
more autonomous than controlled. Beginning teachers that I have worked with were motivated
by the interest they took in their work and the satisfaction of doing a good job. This correlates
with the Self-determination Theory, specifically that autonomy is an intrinsic motivator.
Autonomy is not individualism; it is volition (choice) (Ryan & Deci, 2006). This supports the
premise that beginning teachers have chosen to become educators because they wish to make a
deeper contribution to children and society. Alternatively, it was interesting to note that although
beginning teachers valued more autonomous than controlled motivations, the reality can often be
the opposite. New teachers have felt that their roles as educators were often more driven by the
constraints or control of their situation. Whether due to internal (guilt) or external (reward given)
control, controlled motivation is a real force for those new to the profession.
Motivation is an imperative element in teacher performance, but the challenge of
motivating teachers can be tricky. As university graduates, new teachers have likely been
exposed to a wide assortment of training that may or may not have provided motivation for
personal development. Darling-Hammond and Bransford (2005) contend that a combination of
factors impacts the overall development and motivation of new educators. These factors include
understanding the complexities of teaching, the importance of metacognition, and assisting
beginners in recognizing that effective teaching and learning may be quite different from what
they have experienced in their own lives. According to SDT, this would address the need for both
competence and autonomy as intrinsic motivators. If the intention is to create practitioners who
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are capable of autonomous and competent expertise, a more intrinsic model of development
needs to be acknowledged and subscribed to.
To extend beyond the core elements of the SDT and the link to Generation Z teachers’
experiences, an argument could be made that an even deeper theoretical connection exists.
Although there are many schools of thought when it comes to motivation, one model that
effectively explains propelling oneself to learn is the Theory of Self-authorship. Baxter
Magolda’s (2012) Learning Partnerships Model, which exists within TSA, illustrates the
importance of learners being exposed to the necessary environments in order to promote Selfauthorship. Table 3 reflects the LPM as it relates to educational practice.
As adult learners, people become more self-directed and deepen self-concept (Merriam &
Bierema, 2014). Deep learning incorporates more than learning from a single class or school
district learning initiative. Deep learning involves creating new knowledge and making further
connections for ourselves (Fullan & Langworthy, 2014). “Deep learning is more natural to the
human condition because it more clearly connects with our core motivations: to directly and
deeply engage in learning; and to do things that truly make a difference to our lives” (Fullan &
Langworthy, 2014, p. i).
Merriam and Bierema suggest that the “workplace is a major context for both formal and
informal/incidental learning” (2014, p. 19). However, as Merriam & Bierema (2014) expressed
that internal motivation is more of a driver than external motivation for adult learners. Knowles
(1975) states that when learners are experiencing self-directed learning, they are taking initiative
to chart their own learning path and be responsible for the what, how, and where of learning.
“Self-authorship is characterized by internally generating and coordinating one’s beliefs, values,
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Table 3
Learning Partnerships Model in Educational Practice

and internal loyalties. Self-authoring individuals take internal and external responsibility for their
thinking, feeling, and acting” (Baxter Magolda et al., 2012, p. 29). Perhaps those from
Generation Z, whose overall conventions seem to lean toward embodying characteristics
identified by both SDT and TSA, might be more motivated by experiences aligned with
autonomy, personal values and beliefs, and lived experiences.
An intent of this study was to foster a greater understanding of supports for the
development and motivation of beginning teachers from Generation Z. This understanding stems
from Gen Z teachers sharing their perspectives on their experiences during the formative years in
teacher preparation during university and the first year(s) of teaching. To this end, it is imperative
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to decipher what these new young teachers have experienced. From their perspective and their
experiences, what do they see as potential future strategies to best support the learning of
teachers who are from their generation? The findings from this research aim to reveal several
things. For example, what motivates Generation Z teachers to improve and develop their
practice, and does SDT and/or TSA effectively support future teacher development methods for
Generation Z teachers?
Deci et al. (2001) posit that extrinsic rewards often have negative effects on individuals
and their motivation to learn, an indication that intrinsic motivation is critical to personal
development. An intention of this study was to understand what constitutes impactful learning
environments from the perspectives of Generation Z teachers. This study utilizes the Selfdetermination Theory as the foundation to support how human beings need to be autonomous,
feel competent, and have a connection to what they are doing. Professional teacher preparation
and learning environments need to be aligned specifically for those from Generation Z while
adhering to the components of SDT. Also, professional learning experiences for Generation Z
teachers founded on the Learning Partnerships Model within the Theory of Self-authorship
should ultimately best support teacher growth and development. Correlations and ties between
these theories are illuminated by the stories and reflections provided by Gen Z teachers. Ideally,
the correlations and ties can be launching points for improvements in teacher training.
Methodology
For this study, I have chosen a narrative approach to investigate the perspectives of
Generation Z teachers on their learning experiences in teacher education and in their first years
of teaching. “Qualitative research, at its best, generates multiple, frequently conflicting
perspectives and accounts. Representing the variety of voices and stories requires careful and
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reflective decision-making” (Holley & Colyar, 2012, p. 114). Narrative analysis or inquiry is a
qualitative research approach where the researcher interprets stories that are told within the
context of the research or are told about everyday life (Creswell, 2013). To gain a deeper
understanding of beginning teacher experiences, Schaefer et al. (2012) maintain that narrative
accounts are required. As someone who appreciates both the telling of and listening to stories,
making connections to stories supports my own desire for deeper personal learning. Therefore,
this study utilized personal narratives of these new teachers to account for the individual and
contextual experiences of the participants (Schaefer et al., 2012).
Narrative inquiry is a practice that reflects how human beings tell their lived stories in
ways that create meaning in their lives, as well as ways they enlist one another’s help in building
their lives and communities (Clandinin, 2006, p. 44). As a researcher, I am interested in gaining
understanding about each participant’s life experience, then telling the story that unfolds
(Creswell, 2013).
Qualitative Study
In the world of qualitative narrative study, there are important contextual underpinnings
that drive thoughtful and effective research grounded in flexibility, responsiveness, and
researcher induction (Maxwell, 2013). Maxwell (2013) states that qualitative research design:
Isn’t adequately represented by a choice from a prior menu or by a linear model, even
one that allows multiple cycles, because in qualitative research, there isn’t an unvarying
order in which the different tasks or components must be arranged, nor a linear
relationship among the components of a design. (p. 2)
Maxwell is not saying there should not be a framework or a model as a reference but that
qualitative research should be reflexive throughout the entire research process (Hammersley &
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Atkinson, 1995). This is important during the process of interviewing participants and gathering
data, because there may be a need to alter or adjust elements of the study design in the pursuit of
answers to research questions or new findings.
Narrative Inquiry
According to Clandinin and Rosiek (2007), in their article on the landscape of narrative
inquiry:
Human beings have lived out and told stories about that living for as long as we could
talk. And then we have talked about the stories we tell for almost as long. These lived and
told stories and the talk about the stories are one of the ways that we fill our world with
meaning and enlist one another’s assistance in building lives and communities. (p. 35)
Narrative inquiry suggests that with reflection, “experience is relational, temporal, and
situational, and as such, if intentionally explored, has the potential to be educational” (Lindsay &
Schwind, 2016, p. 14). A primary goal of this research was to provide context and understanding
from the perspective of Generation Z teachers and their learning. Connelly and Clandinin (1990)
concede that narrative inquiry is about gathering and writing about participant experiences.
Riessman (2005) suggests that narrative research is more than storytelling; it is more organized
and incorporates a way of assessing and making meaning of what is being shared. The aim of
this study was to do just that, gather the experiences of the participants and make meaning of
these experiences in a holistic way (Riessman, 2005).
To do this, the researcher or observer must be able to separate from their own bias in
order to effectively describe or understand what the subject is sharing. This requires a researcher
to bracket their own subjectivity throughout the process of collecting and analyzing data
(Neubauer et al., 2019). Furthermore, it is imperative that the researcher consider a variety of
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perspectives to then assemble a comprehensive description of the themes or phenomenon
(Neubauer et al., 2019).
Narrative inquiry aims to learn through the telling of people’s stories (Creswell, 2013).
Data collection is performed by engaging with the participants in informal conversation, semistructured interviews, as well as making observational notes during interactions and interviews
with the participants. The field texts I collected include transcripts of official interviews,
personal field notes from my observations during the interviews, and from informal
conversations with the participants regarding their stories. Drawing out the participants’ stories
allows the researcher to interpret the data and uncover the themes or messages woven into the
stories (Creswell, 2013). As a researcher using narrative inquiry, I enter into a participant’s life.
Since the inquiry is performed during a temporary time frame that is changing within the
confines of the research, there is really no real end to the stories that are being collected
(Clandinin & Huber, in press). Narrative study is therefore a recursive process whereby the
researcher is in a cycle of composing field texts, creating drafts of the field texts, and
recomposing field texts (Clandinin & Huber, in press).
This process involved expanding my field notes and crafting these notes into a
descriptive narrative form to capture the context of the shared stories. Throughout the data
gathering process, a researcher must also interpret these stories through the lens of their own
experiences and personal context, all the while being open to what the participants’ stories reveal
(Creswell, 2013). Gathering data requires the researcher to analyze the stories that are being told
and re-story them into a sensical framework (Creswell, 2013). Narrative study allows humans to
be understood through their storied lives. A researcher uses these stories to understand how
people relate to the rest of the world (Connelly & Clandinin, 1990). To ensure that the re-story
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process has a high level of validity, researchers must utilize a collaborative approach with the
participants whereby there is a negotiation process to determine the underlying meaning of the
stories (Creswell, 2013). Researchers must also be aware that there can be a second story or other
stories within the data that may reveal insights into the researcher’s own life (Creswell, 2013).
Clandinin suggests that the researcher actively engages in the narrative process by entering into a
form of a relationship (2006). This involves being aware at all times that the research
relationships we are invested in are virtual negotiations that happen both intentionally and
unintentionally (Clandinin, 2006). These insights are part of the research, not separate or
disconnected from the research.
Research Question and Sub-questions
What perspectives do Generation Z teachers have about their learning experiences from
their teacher preparation through their first year(s) of teaching?
Three sub-questions were also studied.
-

What do Generation Z teachers see as important components of their teacher learning
that would best meet the needs of Generation Z teachers?

-

What stories from their past experiences illustrate the learning needs of teachers that
are of a similar age?

-

In sharing their stories, what do Generation Z teachers see as important components
of their teacher learning that would best meet the needs of other generations of
teachers?
Participants

For this study, I conducted personal interviews with five teachers from Generation Z.
Although Creswell (2013) suggests that one or two participants may be suitable for narrative
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study, others like Patton (2002) suggest that there is no perfect number in qualitative work and
that the sample size chosen is dependent on the variability of the research. I chose five
participants as it is a reasonable number for suitable recruitment based on the limited number of
potential candidates available. As well, five participants present the potential for saturation by
having enough data to draw from. Saturation is the notion that a researcher stops gathering
information “when data no longer sparks new insights or reveals new properties” (Creswell,
2013, p. 189). I required that each candidate in this study taught for at least one full year in a
full-time capacity. Each participant had to be currently teaching in the southeastern part of
Alberta.
Participant Criteria
a)

Was born between 1995-2010 (belong to Generation Z)

b)

Has taught in a full-time teaching position or full-time substitute position for at least
one full year in a K-12 setting within the last 2 years in a southeastern Alberta
School District

c)

Graduated from an Alberta University Teacher Education Program

d)

Is teaching in a southeastern Alberta School District

Exclusionary Criteria
a)

Teachers that the Primary Investigator would be in direct supervision of

b)

Teachers who are under direct evaluation due to a school district or Alberta
Teachers’ Association investigation

c)

Teachers who are on a temporary teaching contract not lasting the entirety of this
research or who will not begin their teaching assignment prior to the start of the
2020-2021 school year
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Participant Recruitment
Recruitment was conducted in conjunction with my personal networks with beginning
teachers in southeastern Alberta. A general introductory digital brochure was emailed to
individual personal contacts asking if they were interested in participating in my study. I also
suggested that they share the information with their colleagues that fit the criteria. My contact
information was on the digital brochure for any interested individuals. A pool of five participants
was chosen for this study. I successfully recruited a pool of candidates that consisted of both
males and females, elementary and secondary teachers, and participants who taught in both rural
and urban settings. Only volunteers who fit the criteria were selected to participate in the study.
Seeing as this study was not connected to or reflective of any specific school district, approval
from any specific district or institution was not needed.
Site/Location
All interviews and personal conversations were conducted via Google Meet.
Data Collection
The interviews were conducted from November 21, 2020, to January 11, 2021. I utilized
a semi-structured format which allowed me to use the same general questions for each interview.
At the same time, it allowed me (the interviewer) some flexibility to respond to a subject’s
answers and ask appropriate follow-up questions for clarification. Asking follow-up questions
and providing prompts helped to reveal important details that perhaps a fully structured interview
may not have provided.
Three narrative interviews were conducted with each participant over a course of seven
weeks. Three separate interviews allowed the researcher/participant rapport to strengthen. As
each relationship developed, participants apparently felt more comfortable sharing and their
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stories began to “generate detailed and in-depth descriptions of human experiences” (Roulston,
2010, p. 16). As well, interview two and three allowed for follow-up questions and gave the
participants a chance to reflect on previous interviews. Kvale (1996) noted that narrative
interviews are not formulaic and that interviewers need to follow the responses that are given,
which means that the results are unpredictable. Interview questions were established to allow
openness, flexibility, and improvisation (Myers & Newman, 2007). Interviewees were asked
these questions along with follow-up questions that were related to the original question.
Responsive probes and prompts were used allowing participants to expand on their answers and
uncover deeper insights (Robson & McCartan, 2016). This leveled approach intimated that the
process was relationship-based and that participants had an opportunity to revisit previous
themes or answers they had given. The data collected from the one-hour, semi-structured
interviews was transcribed using the Otter speech to text application on an iPhone 8. Three
interviews were conducted with each participant to ensure clarity and saturation. Participants
were provided a copy of the transcript and an opportunity to review and confirm their responses.
Beyond the interviews I conducted, I created my own personal analytic memos of the
interviewees through observation during the interview process. Observation allows the
researcher to interact with the participants while still conducting the interview (Jorgensen, 2015).
By incorporating a phenomenological lens in this narrative research, it is critical to watch what a
participant does, record observations, and then analyze and interpret the data (Robson &
McCartan, 2016). Although I did not conduct formalized, structured observations, each of the
participants were observed during the interview process. My perceptions of the participants
during these exchanges were recorded as analytic notes. There are other forms of observation
with a less flexible design which may involve a quantitative collection or a situation where the
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observer is non-reactive and non-participatory. However, I decided to utilize the participant
observation as described by Robson and McCartan (2016). Observing and recording facial
expressions, body language, and tone throughout the interview can provide greater detail and
depth to the interviews. While observing participants, I understand that my influence in the
process was unavoidable and I acknowledge that my own facial expressions, tone, and body
language might have had an impact on the participants’ responses. Maxwell (2013) suggests that
it is critical to understand how the researcher influences the participant and how this can affect
the “validity of the inferences” during the process (p. 125). Documenting participant
observations during the interview contributes to the richness of the collected data.
Analysis Techniques
Holley and Colyar (2012) tender that during narrative inquiry, the researcher should be
required to appropriately manage the data collected to tell an accurate story. To do this, an
investigator must account for all the components of a story – plot, character, and point of view
(Holley & Colyar, 2012). A balance between capturing the story and focusing on the participant
must be a central focus (Holley & Colyar, 2012). “In its final version as a written product,
however, qualitative research is sequenced in a manner that allows the audience to infer meaning
among significant events” (Holley & Colyar, 2012, p. 115). Clandinin (2013) shared that
narrative work connects the research, the researcher, the participant, and the reader:
As participants’ and researchers’ lives meet in the midst of each of our unfolding
complex and multiple experiences, we begin to shape time, places, and spaces where we
come together and negotiate ways of being together and ways of giving accounts of our
work together. What we need to think about here is the sense that it is not only the
participants’ and researchers’ lives in the midst but also the nested lives in which each of
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us live...In this process, inquirers and participants continue to live their stories, even as
they tell stories of their experiences over time. (p. 44)
Giving voice to the participant, the research, and the audience allows both an intimate and broad
account to the stories that are shared with narrative inquiry.
Roulston suggests that for researchers, “representing findings to others is integral to the
demonstration of quality” (2010, p. 85). The specific technique that I employed for this research
was thematic analysis. While utilizing thematic analysis, “emphasis is on the content of a text,
‘what’ is said more than ‘how’ it is said, the ‘told’ rather than the ‘telling’” (Riessman, 2005, p.
2). For this study, interview transcriptions were documented, reviewed, and coded in an audit
trail to determine significant statements, codes, themes, and assertions. Reducing the amount of
data into manageable chunks allowed for irrelevant information to be eliminated and for sorting
and categorizing to be more practical and useful (Robson & McCartan, 2016). Lichtman (2006)
offered that the generation of 80-100 codes is a reasonable place to begin, followed by
organization into 15-20 categories which one would eventually synthesize into five to seven (57) major concepts. In this study, I began by utilizing lumper coding that identified significant
statements from the large amount of data that I gathered (Saldana, 2016). This involved a more
holistic approach to sorting the data. From the list of significant statements, I isolated more
specific codes before establishing distinguished categories. Each stage of the coding process
involved reflection, review of the data, and deep analysis. These categories were then reduced to
several themes that ultimately allowed me to establish the four assertions explained in Chapter
IV. Saldana explained that “a theme is an outcome of coding, categorization, and analytic
reflection, not something that is, in itself, coded” (2016, p. 13).
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The process of reduction occurred by eliminating any repetitive statements and focusing
and reflecting upon the most meaningful and relevant statements (Roulston, 2010). More
specifically, the intent during the analysis was to adopt the process of Epoché. Epoché requires
the researcher to suspend judgement as a way of perceiving things in a new way (Roulston,
2010). Furthermore, I employed a selective or highlighting approach whereby I identified the
most essential words, phrases, or statements that may reveal key elements in the study (Roulston,
2010). The analysis process involved reducing the data into meaningful chunks (Roulston, 2010).
Moustakas (1994) offers that within the analysis of the data, it is important to establish a textual
description and a structural description from the data. This involves the establishment of key
statements that results in what Moustakas calls the “essence” of what is being studied (1994). By
doing this effective form of thematic analysis, it was possible for me to be intentional in
answering what is happening and what does it all mean (Roulston, 2010). For this research, I
employed narrative thematic analysis. This form of analysis focuses on content within the text to
determine themes that emerge (Butina, 2015). More specifically, I utilized sequential analysis
where I broke down the text into coded segments and then collapsed these into categories before
identifying the themes that occurred (Robson & McCartan, 2016). By focusing on each
individual segment, as opposed to a holistic analysis whereby one would analyze the entire
narrative as a whole, I was able to piece together elements from all of the participants in order to
establish universal themes (Robson & McCartan, 2016).
Trustworthiness/Validity
Validity, in reference to qualitative study, is often a controversial term. In some research
circles, the term validity is also referred to as trustworthiness, reliability, rigor, credibility,
transferability, plausibility, or even quality (Roulston, 2010). The purpose of validity within this
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narrative approach helped to determine if the research was actually able to measure what I said I
was measuring (Robson & McCartan, 2016; Maxwell, 2013). Validity in qualitative study is a
“common sense way to refer to the correctness or credibility of a description, conclusion,
explanation, interpretation, or other sort of account” (Maxwell, 2013, p. 122).
The issue of generalizability often comes into question in qualitative research.
Generalizability, which speaks to the potential of research results being extended to other
contexts or demographical situations, can either be categorized as internal or external (Maxwell,
2013). Knowing that my qualitative study was conducted within a specific context (setting and
participants), there was very little external generalizability. The implication of a study of this
nature is that the results are not necessarily intended to extend beyond the studied population and
not necessarily be representative of populations outside of the studied group. However,
regardless of the context of the study, there are elements that are relatable and applicable outside
of the specific parameters of what was examined. This would include research in areas such as
beginning teacher development, Generation Z, preservice teacher education, and professional
teacher development. Results from this study may also provide an element of transferability to
other professions in which Gen Z individuals are involved.
Two main threats must be addressed in order to test the validity or trustworthiness of this
study. They are personal bias and reactivity (Maxwell, 2013). Knowing it is impossible to
completely eliminate bias, Maxwell offers that the acknowledgment of bias supports the primary
concern of the research, which is “understanding how a particular researcher’s values and
expectations may have influenced the conduct and conclusions of the study” (Maxwell, 2013, p.
124). In reference to reactivity, which is effect or impact that a researcher may have on the
setting or the individuals being studied, it is important to recognize that in a qualitative study the
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purpose is not to eliminate the influence that reactivity may have “but to understand it and use it
productively” (Maxwell, 2013, p. 125).
In order to best address concerns of validity, I used rich and thick data collection,
respondent validation, triangulation, member checking, and comparisons among the interviews
to determine if the data was trustworthy and to ensure that the research was valid (Maxwell,
2013). Rich and thick data was gathered through detailed interviews that were transcribed and
reviewed extensively. To ensure that the data was rich, verbatim transcripts were collected to
detail both the how and why (Maxwell, 2013). Geertz (1973) asserts that to move from thin
description to thick description, one must subscribe to a “stratified hierarchy of meaningful
structures” (p. 7) resulting in “some form of comprehensible, meaningful frame” (p. 30). Within
narrative inquiry, thick data requires that I provide detailed, specific notes of my observations
and any events that surround the interviews (Maxwell, 2013). At the conclusion of each
interview, I confirmed participants’ responses by allowing them to review their transcriptions.
They also reviewed my own interpretations of the interview. Then participants were allowed to
clarify and confirm the information they had shared.
I also utilized triangulation as a way to address validity. Triangulation involves the
intentional collection of data from a range of individuals and settings (Maxwell, 2013). By
applying triangulation, I reduced the risk that my biases critically impacted my conclusions
(Roulston, 2010). It is important that the number of interviews and informal conversations
allowed for saturation to occur so that no new information from the interviews emerged and that
conclusions could more clearly be drawn. Saturation is when a researcher has gathered
information until they reach “diminishing returns and you are not adding to what you already
have” (Robson & McCartan, 2016, p. 162). Saturation depends on several things. The critical
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components I considered were the range of issues in the data, the purpose of the study, and the
types and range of codes that were ultimately created from the collected data (Hennink et al.,
2017). In my narrative research, saturation occurred when no new categories or themes emerged.
Member checks or respondent validation were also used to gain feedback and increase
validity. This involved “soliciting feedback about your data and conclusions from the people you
are studying” (Maxwell, 2013, p. 126). Within a narrative approach, it is important that
participants were able to validate what they had shared. Participants in the study were asked to
review transcripts, clarify any confusing meanings, and to provide reflection on any conclusions
or assertions that I found in the data. At the beginning of each follow-up interview, member
checking with participants was critical in soliciting feedback and avoiding any
misinterpretations. Curtin and Fossey (2007) encouraged member checking as a “way of finding
out whether the data analysis is congruent with the participants’ experiences” (Curtin & Fossey,
2007, p. 92). Sending a copy of each transcript to the participants for review allowed them to
confirm their stories prior to the coding process. As well, prior to subsequent interviews, I
reconfirmed with participants if they wished to revisit or change anything from our previous
conversations.
Although all of the respondents in my study were full-time Generation Z teachers who
had at least one year of teaching experience and who worked within the southeastern part of
Alberta, they were from different backgrounds, genders, teaching assignments, schools, and
employed by three different school districts. I ensured that the interviews were conducted in a
consistent manner, which included video interviews through the Google Meet platform. All
interviews were conducted approximately three weeks apart. An open invitation for each
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interview was sent to allow participants to choose a time and day that they preferred. This helped
to mitigate pressure times (like report card preparation) during their teaching year.
Ethics
The scope of research involved ethical implications and considerations. I recognized that
research involves people and the “potential harm, stress, and anxiety, and a myriad of other
negative consequences for research participants” (Robson & McCartan, 2016, p. 205). As a
researcher, it was imperative that my study avoided the use of deception, that possible harm to
participants was avoided, and that those involved understood that they had a right to withdraw if
they wished (Robson & McCartan, 2016). I submitted a formal proposal to the University of
North Dakota’s Internal Review Board (IRB) as seen in Appendix B for permission and
assurance that my study was sensitive and responsible to the participants in the study (Robson &
McCartan, 2016; Roulston, 2010). This involved being able to justify my methodological
decisions so that I could explain my decision making in detail (Maxwell, 2013).
Roulston (2010) shared that for ethical research to be conducted, researchers must
understand ethical procedures and adhere to the standards that are required for a specific
university, state, or governing authority. The participants received detailed information on their
role in the study prior to beginning the study. All participants signed a permission form that was
approved by the IRB. Social research requires the constant awareness of ethical considerations.
“An approach which seeks to evaluate the relative costs (i.e. negative consequences) and benefits
(i.e. positive consequences) of research is needed” (Robson & McCartan, 2016, p. 207).
Researcher Reflexivity
At the core of researcher reflexivity is the understanding that researchers are constantly
able to acknowledge and reflect on their own personal connection or relationship to the research
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topic and the people or knowledge being explored (Roulston, 2010). “A researcher's background
and position will affect what they choose to investigate, the angle of investigation, the methods
judged most adequate for this purpose, the findings considered most appropriate, and the framing
and communication of conclusions" (Malterud, 2001, p. 483-484).
For this research project, I applied reflexive introspection. This form of reflexivity
involves using researcher reflection and intuition that propels self-discovery (Roulston, 2010).
Although the goal of the research was to reveal insights from Generation Z teachers regarding
their perspectives on learning, I had a personal interest and investment in the topic and the
results. Within narrative work, it is crucial to attend to the participants’ stories. However, due to
my relation to this topic, I was aware of my own reflections and personal stories that may have
had an impact on what was being uncovered. I documented what was being learned from the
participants all the while recognizing my own personal story that was being lived out during the
process.
A concern within qualitative work is that the researcher may hold some form of power
imbalance over the research subject (Roulston, 2010). As a current employee of a school district
in southeastern Alberta, this was a minor concern for me. I acknowledged this within the
construct of the interview structure. During the recruitment process, I ensured that I was not in a
direct supervisory role with any of the participants. Maxwell (2013) suggests that in research
involving interviews, there is a reality that researcher influence is part of the process. It is not so
much a matter of minimizing the amount of influence the researcher has during the interview. It
is more about understanding and acknowledging how the researcher is influencing the
interviewee and the process (Maxwell, 2013). To reduce my impact on participant answers, I
tried to be aware of any leading questions in the construction of my interviews. Due to
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restrictions caused by COVID-19 (a pandemic), the location/platform of the final interview was
chosen according to IRB allowances. My intent was to mitigate the potential for researcher
influence over the participants by acknowledging the following: the potential for a power
imbalance, interviews in a non-school district dynamic, and meeting outside of school hours. For
this study, a person’s internal reality or what is in their stream of consciousness is what was
trying to be uncovered (Neubauer et al., 2019). To do this, the researcher or observer must
separate from their own bias in order to effectively describe or understand what the subject is
sharing. This required that I bracketed my own subjectivity throughout the process of collecting
and analyzing data. Furthermore, it was imperative that I considered a variety of perspectives to
then assemble a comprehensive description of the themes or phenomenon (Neubauer et al.,
2019).
As a way of extending the use of bracketing, I utilized the bracketing interview
technique, whereby the researcher is interviewed by another researcher regarding their own topic
(Roulston, 2010). This supported my understanding and intent of the questions that I constructed
and what I was asking of my participants (Roulston, 2010). It also helped to reveal any previous
biases or presuppositions.
Throughout the process of this research, I consistently toggled between organizing the
details of each minor section while formulating the essential links that were needed to address
the research questions. Each element was mapped according to its connection to the whole. In
order to conquer the enormity of a dissertation, I maintained a strong focus on the daily micro
progressions needed to complete the process. I adopted a mentality of radical incrementalism,
whereby I employed “small, incremental changes, supported by small-scale and tightly focused
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evaluations” (Halpern & Mason, 2015, p 143). This discipline was critical to completing the
dissertation process.
Noting that the purpose of the study was to gain a deeper understanding on the
perspectives of teachers from Generation Z regarding their experiences during preservice
education and during their first year(s) of teaching, a qualitative narrative study design conducted
within the guidelines listed in this methodology chapter served to validate the purpose of this
research. By identifying the themes that emerged from interviews with Generation Z teachers,
this research study aims to encourage schools, districts, and educational leaders to examine the
needs of the newest teaching professionals. Utilizing a narrative study within the context of the
theoretical frameworks of the Self-determination Theory (SDT) and the Theory of Selfauthorship (TSA) established appropriate foundations from which to scaffold this investigation.
Conclusion
Chapter III provided a survey of qualitative study and a more detailed scrutiny of
narrative inquiry. For this research on beginning teachers from Generation Z, I chose a narrative
approach in order to capture in-depth stories that were shared by the participants. By choosing
face-to-face interviews to gather data, I provided the study subjects with a more private
experience where trust and rapport were more easily attainable. Through collecting and coding
these conversations, I gained a deeper context of the participants and their stories. “Textual
decisions communicate authorial understandings of participants, their subjectivities, and their
experiences. Authorial decisions also communicate a writer’s understandings of power and
position” (Holley & Colyar, 2009, p. 685). As the author of this study, my aim was to capture
and communicate these understandings.
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Summary and Organization of the Next Chapter
In Chapter III specific methodological components were considered. This included a
description of how participants were chosen and where the interviews took place. This chapter
provided an explanation of the techniques that were used to analyze the data, as well as details
regarding validity and ethical considerations. Finally, extensive reflection was presented on
researcher reflexivity. Chapter III captured the methodological elements that were necessary for
a study on the perceptions of beginning teachers from Generation Z.
Chapter IV reveals the findings from the interviews with the study participants. The
responses from the subjects in the study are examined separately and the two themes that
emerged from the overall data is explored and disseminated.
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CHAPTER IV
FINDINGS
This narrative inquiry probed the experiences of five beginning teachers from Gen Z who
were educated, and at the time of this study, taught in the southeastern portion of Alberta. In this
chapter, I will share their stories of learning during their time in college through their first years
of teaching. The story of their personal journey during this time is intended to help identify not
only the personal pathway in their development as a teacher, but elements of overall selfdevelopment and self-awareness. Their offerings underscore connections to both the Selfdetermination Theory (SDT) and the Theory of Self-authorship (TSA). Although each participant
in this study is certainly unique and carries their own perspectives, the essence of the collected
data is presented in a more generalized storied version of what it means to be a beginning teacher
from Gen Z. The specifics of the teachers’ stories are highlighted to create a more universal
picture of what it means to be a new, Gen Z teacher. The results of the findings are shared in
three phases that represent the entirety of their time in their teacher training program to their
current role in the classroom. Their immersion into the world of formalized teacher training and
their first year of teaching is further segregated into the two main themes that were filtered from
the findings. These themes include:
1. Consciousness of Engaging Learning Strategies
2. Cultivation and Significance of Connections and Relationships
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As the phases of development and themes are described, an emphasis on the teachers’
stories act to shepherd what was revealed and to humanize the findings. Details from the
interviews are included for each phase and for each theme in order to evoke the rich narrative
provided by the participants. The individuals had the opportunity to become familiar with the
process and me since they were each interviewed three times. In doing so, the formality of the
conversations became less noticeable and the context and details that were shared became deeper
and more prolific. Although the experience with each interviewee was distinctive, the pattern of
increased vulnerability and openness was common from interview to interview. Chapter IV
concludes with a summary of what materialized from the interviews, emphasizing the
understandings that were gained from the perspectives of beginning Gen Z teachers throughout
their development from preservice teacher to professional educator. Table 4 reflects the phases of
teacher development designated for this study, and Table 5 represents the teaching demographics
of the participants.
Table 4
Phases of Teacher Development
Phase I - Preservice Training
Timeline- Entry into post-secondary until graduation
Phase II - Year One Teaching
Timeline - Beginning teacher orientation to the end of the school year in year one
Phase III - Year Two/Three* of Teaching
Timeline - Beginning of the school year of their second year of teaching until January,
2021.
*Note: two of the participants were in their third year of teaching
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Table 5
Participant Demographics
Name

Year of
Teaching

Current School

Rural or
Urban

Daisy

Length of
Teacher Training
Program
4

Second

K-9

Rural

Jasper

4

Third

K-9

Rural

Davis

6

Second

10-12

Urban

Victoria

6

Second

6-9

Urban

Emma

4

Second

K-6

Urban

Themes
There are two major themes that emerged from the three phases of data:
1) Theme I - Consciousness of Engaging Learning Strategies
2) Theme II - Cultivation and Significance of Connections and Relationships
Both themes provide rich context and insights into the experiences and perspectives of
Gen Z teachers.
Phase I – Preservice Training
For each of the participants in this study, the Preservice Training Phase in post-secondary
education involved courses in general education, specific teacher education, and practicum
experiences in the classroom. Three participants attended the same institution that offered a fouryear teacher training program while the other two participants went to an institution that tendered
a six-year teacher training program.
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Consciousness of Engaging Learning Strategies
When sharing their experiences throughout teacher education training, the participants
highlighted several learning approaches that they felt were most effective for them. Daisy offered
a story from a math curriculum class she was enrolled in:
Well, there's lots of like games that kept us engaged in, like when we have a math class,
we've kind of learned games that you could do with kids that you had to pretend to be a
kid and do them, which I felt was even kind of fun as an adult. It allowed you to also
socialize with your classmates while you're playing a game. We could just do that all
through math class rather than sitting there and like listening to the teacher talk.
It was critical for Daisy’s learning to have experiences that were fun and engaging, as well as
allowing connection with peers.
A similar strategy was described by Jasper where she expressed her penchant for being an
active participant in the work. She felt like her involvement was more than just listening and
absorbing information:
She (professor) would give us assignments and we would have to do them as if we were a
student. So it really put us in that position as if we were the student as well. So, I think
that really helped. I had a positive experience because it was a lot of hands-on stuff. It
wasn't just paper. Obviously with technology, so, I really like hands-on stuff. I had a
math course where she had lots of manipulatives, which made it easier for us, the
kinesthetic learners.
Having an opportunity for hands-on learning where technology and manipulatives are leveraged
for student learning created connections and positive learning experiences for Jasper as a
preservice teacher. Victoria shared a similar experience when she stated:
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I'd say hands-on activities, definitely more engaging. Like getting up and doing things
within the classroom or teaching your peers how to do things more engaging than sitting
down and the lecturing. I'm more of a hands-on learner so when I see something and do
something myself and experience it – that's where I think I learned more. So, being still
and just taking notes, that I find more not engaging.
This continued acknowledgment of hands-on experiences leading to deeper engagement became
a constant theme echoed by all of the participants in this study. Disclosing a story about her time
in a preservice classroom, Jasper submitted this classroom encounter that supported the notion of
hands-on learning:
And I thought that it was super cool to do that because then you get to experience what
the kids would be experiencing. And then you could use that and apply it to, like, any
kind of assignment. So, I really like the hands-on stuff and doing what the kids would be
doing. I really liked that and I thought that was really useful for me.
Being actively involved in a person’s own learning and sharing in the learning process allowed
the participants to embrace their preservice training. Having exposure to this type of a learning
environment made their training more applicable and relatable to what their future careers would
be like.
Participants offered that another critical component of engaged learning was having a
sense of freedom. It was important to them to have a choice over what courses to take, what
assignments they might do, and how they could demonstrate their learning to their professor.
They shared that, overall, there were significant limitations in student choice during their
preservice training. While the participants indicated that it was important for teaching programs
to deliver standardized training connected to curriculum, assessment, and education pedagogy, it
71

would have been helpful to have freedom to make more day-to-day decisions as a way to have
more control over their learning. This was best summarized by Emma:
I feel like the freedom of choice, definitely would have helped in some of the
assignments. I mean there's sometimes where you can't choose. If it's a test, it's a test.
Right. But for some of those projects, I feel like you can give us the opportunity to show
our learning because if you show the objective of the course, why not give the freedom
to. It's interesting because they, we took an assessment class, actually, and they talked
about how you should have multiple ways for students to show their understanding of
things; so posts or projects or a slideshow or something like that. So it's really interesting
that they're teaching that but they're not necessarily doing it themselves.
The concept of teaching how to do something but not actually employing the same strategy in the
process seemed hypocritical to Emma. She felt as if her professor was saying, “Do as I say, not
as I do.”
Gen Z teachers expressed that storytelling was an effective learning strategy that had an
important impact on their engagement in their preservice years. Both Davis and Victoria shared
similar experiences where a professor of theirs was able to capture their attention with real-life
experiences and vulnerability shown by their professor. Victoria’s recollection:
I had a professor and he had worked in juvenile detention centers with teaching kids, and
he just had so many like stories and so much wisdom, and then kind of like activities that
engage those kids. So, I found him a super valuable person to learn from. It wasn't
somebody coming in and being like, read the textbook, do a worksheet. It was somebody
that had all this, all these stories and all this wisdom, and then strategies that had worked
for them. So, I think definitely sharing that is more helpful when you're first starting off,
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and then like seeing people's passion, like that. That's really inspiring when you're first
starting off.
Davis’s interpretation was similar. He shared:
I had some fantastic instructors and, you know, I had one that I can remember. My
psychology professor actually, the thing that they did the best for me was just engaging
with stories. And he would tell the most captivating stories, I've never seen a room of like
50 - 20 something year olds, like that quiet, not looking at their phones, but like, just
absolutely drilled in on this guy's story. Just the life experience and how he relates it to
the profession, and how he tries to relate it back to what you guys are gonna be out there
doing as teachers. It was just so captivating and that personal connection that I had. I
think that's what I value the most is when my profs would tell me real stories about their
experiences as a teacher because they're all teachers at one point, right, to really dive into
those stories to get us to know a little bit more about what this is going to look like.
Listening to personal stories that connect to real life was an effective strategy that Gen Z teachers
felt deepened their understanding and made positive impressions on their learning. Drawing
students in through the use of stories formed connections and added meaning to their learning.
The participants from Gen Z often mentioned the affirming results that real world
experiences had on their learning in their teacher training programs. Being able to see, hear, and
feel what it is like to explore outside of the college classroom or inside a school classroom was
widely shared as something that inspired and had a resonant effect for Gen Z. Emma shared an
experience during a summer class where the classroom was situated in the community, not on the
college campus:
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Anytime we got to go out and almost like a community classroom, to be out, like in
summer, outside of the college, was very powerful. We did in our Indigenous Studies
course. We actually got to go to the Teepee and partake in a ceremony with elders and
that was really, really empowering for me. We did talking circles and we would smudge,
it was actually very empowering to be in that. Know that maybe you can give that
opportunity to your students, so, basically the hands-on, being able to go out and see
different places and what you can offer your students was what stuck out for me.
Having opportunities to draw the community into the classroom or to take learning into the
community was what resonated for Emma. Being actively involved in an Indigenous ceremony
instead of just reading or hearing about it was profound and matched Emma’s learning needs.
This concept of learning through doing was also reflected in Jasper’s experience in
teacher preparation. Teacher training inevitably features opportunities to be in a real classroom.
Teacher practicums vary from program to program, but in general, practicums place value on
experiencing a real classroom in order to practice learned material with the support of
experienced teachers and/or faculty advisors. Jasper shared her thoughts on her practicums:
I think my most meaningful part of my teacher learning was my kindergarten practicum,
definitely both of my practicums. But my kindergarten practicum was huge for me. I
really started using thematic teaching and conceptual teaching, without really knowing
that I was using it. I remember doing these projects that were just like, so different with
the kids and the game just worked out so well. I remember I was, “like this is what I'm
gonna do!” I found like who I was going to be as a teacher and how I was going to teach,
regardless of what grade I was teaching. And it was just huge. Just finding out who I was
going to be as a teacher.
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The practical experience was self-realizing for Jasper and created an attachment to her future role
as a teacher. Her practicums made teaching become more real and elevated her learning.
The final learning approach that Gen Z beginning teachers highlighted was the magnitude
that personal reflection had on their learning. Whether writing in a journal or a reflective paper,
looking back at personal experiences and examining the personal impact was an important aspect
of growth during teacher training. Davis had a profound experience in one of his classes:
I had an awesome literacy professor that made us do a personal literacy journey where it's
talking about how you developed as someone who's not just a reader but loves literacy.
But you talk about, like you reflect on a struggle that you had with literacy. For example,
I used to have a speech impediment and it was super embarrassing not to read in front of
the class and stuff like that. So it was really easy for me to come up with an issue right,
you know, having us reflect on that. It also taught me some reflection skills about how
you can use your past experiences to inform what you're doing now. And so by reflecting
back on when I was in a lower elementary school with a speech impediment to what
we're doing now and making that connection of reflection and adapting and changing
what you're doing based on reflection. I think that was a super meaningful activity.
Although Jasper shared about the value of her practicum experience, Davis’s experience in his
university classroom, albeit as a student, was extremely beneficial as well. Utilizing real life
experiences and reflecting on those experiences as a way to cultivate personal and professional
development was a focal theme that emerged from the data.
Cultivation and Significance of Connections and Relationships
The second theme that emerged from this research was the significance of relationships
in the development of Gen Z teachers. During the formative years of preservice teacher training,
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relationships came in the form of peer relationships, mentor or faculty relationships, family
relationships, and even the relationship they had with technology. For each participant, there
were critical relational impacts that allowed them to grow and develop. For Victoria, establishing
a connection with her practicum teacher and people within her practicum school was a necessity.
She stated:
Having good teacher mentors that motivate you to keep going is definitely really
rewarding and motivating to have. I think somebody to give you advice when you have
the bad days. I mean I know you have your teacher mentor or whatever but building a
connection with somebody within the school to be there for you when you have those
downs and to know that it's okay when you have days that you feel like you're super burnt
out. I think that's kind of the one thing that they don't really talk too much about when
you're in your teaching school to get your degree. It seems everything's, you know, happy
and unicorns but it's… You have days where it's not like that and you feel the burnout
and you feel like you're going to crash or you feel like you're doing, not a very good job.
So, I think, you know, talking about that too. And I know sometimes that might turn
people away from the profession, but I think it's kind of something valuable to talk about.
Emma shared a similar example of the importance of having mentor teachers to depend on:
Definitely my mentor teachers that I've had in the past. I've reached out to him quite a
few times. I don't know if you're supposed to do that but just to ask for help. He's so
calming. To find those mentors that have been through everything and can help you
through that situation, definitely, he's helped me grow as a person throughout my whole
life.
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Relying on a mentor teacher and others in a practicum placement is valuable during preservice
training. Teacher training can be challenging and exhausting, so there is a need for multiple
supports. Training programs need to acknowledge both the obstacles that are present and the
importance of developing a reliable support network within the practicum setting.
Family support surfaced as another relational connection that was central during
preservice training. Daisy and Jasper mentioned that support from parents, who were also
teachers, was crucial to their motivation to become a teacher and throughout their training
process. Additionally, Emma explained that her mom was foundational to her success in college:
I think my mom helped me a lot. She's the person I trust with everything. And she helped
me through that and knowing that there's a greater purpose, and I'm helping them. The
tough things, the tough lessons, ultimately will help them I think further in their life. I
hope that's the goal, I guess. So, sometimes it's tough. But I think it'll help them too. I
hope it teaches a lesson too.
Having family to confide in and gaining clarity from a trusted source provided the needed
supports at notable moments.
Gen Z teachers frequently remarked that their friends and classmates were prominent in
the developmental stages of preservice teaching. Daisy mentioned:
I think like having a good group of friends in the program that are going through the
same things as you, I think, was big. We do homework together, probably every single
night trying to get it done and submit it. So I think having a group of friends that are
going through the same thing, that you can lean on to kind of navigate through the stress
together. Having my good group of friends in my program, definitely like I always
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wanted to be better than them. But then still maintaining that friendship to support each
other through school.
Davis expressed that he valued the importance of others that could support and challenge each
other during his preservice training:
I felt like I had lots of people to bounce ideas off of and lots of diverse perspectives.
When I was at the university and then when I got out into the practicum, I then have
people to bounce ideas off of and stuff like that. That same support system that I built at
the university wasn't always there for you to be able to like bounce ideas off of or even
just, you know, sit down and decompress or reflect with. You know, you don't have to
see them face to face but sometimes I can text them and be like “hey, if you were me in
this situation”, just to have those same kind of roundtable discussions. But maybe not at a
round table maybe it's over your phone or something like that. Maybe you set up a dinner
after school or something like that where you go, and bounce ideas off each other.
For Davis, relationships were not just for emotional support but also for the intellectual benefit of
hearing others’ thoughts and feelings to build each other up during teacher training.
During the Preservice Training Phase, the participants in this study revealed that
relationships and engaging learning approaches were principal to their growth. As they
progressed to their first professional role and their first year of teaching, the themes of
relationships and an awareness of engaging teaching and learning practices continued. Table 6
provides Gen Z teachers’ essential reflections from their time in preservice training.
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Table 6
Phase I – Preservice Training Reflections, Overview of Findings
Phase I - Preservice Training
Consciousness of Engaging Learning Strategies
Gen Z Preservice Teachers Preferred:
o
o
o
o
o
o
o
o
o
o

Participating in lessons like students in classrooms
Inclusion of hands-on experiences, technology, manipulatives, games
Creating active, not passive, learning environments
Being actively involved in own learning
Using thematic teaching and conceptual teaching
Autonomy and independence with learning
Sense of freedom
Having a choice
Give opportunity and freedom to show their learning
Demonstrate their learning to their professor, not only by tests
Cultivation and Significance of Connections and Relationships

Gen Z Preservice Teachers:
o Making connection with peers and instructors
o Passionate instructors sharing stories with real-life experiences
o Family support
o Mentor teachers
o Friends and classmates
o Face to Face Interaction
Phase II – Year One Teaching
Year One Teaching assignments for each participant varied. One male teacher was
employed at a high school, three female participants taught at K-9 schools, and one female was
assigned to a K-6 elementary school. Two of the schools were located in a rural setting while the
other three schools were situated within the same city. Furthermore, the teaching assignments
included one participant from a public school district, two teachers from a Catholic school
district, and two teachers from a rural school district. Although this mixture of experiences could
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have some impact on the gathered results, the intent of this study was to parse out the generalized
themes of the participants, not the particulars of their teaching assignment, school district, their
gender, or their specific teacher training programs. In establishing more generalized themes, the
main focus was Generation Z teachers and their early developmental years in the profession.
Consciousness of Engaging Learning Strategies
The progression from a preservice teacher training program to the first year of teaching is
not necessarily a simple transition. A whole host of factors can impact one’s first year of
teaching. Some of the varying dynamics that a beginning teacher might face include the Teacher
Preparation Program they participated in, their academic major, practicum experiences, teaching
assignment, school demographics, school administration, and the school staff that surround them
in their new role. For new education graduates, starting a new career means leaving a world
where their assignment was to be led in the classroom. When they enter the professional teaching
realm, they are expected to lead the learning.
The Gen Z teachers in this study were asked about their experiences in their first year of
teaching regarding the supports or formal guidance they received from their school and their
school district. In many school districts, induction or orientation programs exist to introduce new
teachers to the profession, the district, and even the specific school at which they are employed.
Several of the participants expressed that early training events varied in both scope and
effectiveness. For Daisy, she described her orientation to her first teaching role this way:
All the first-year teachers were in a room, and we went through expectations and how the
school year works and this and that. I find I didn't get anything out of it. But if they had
something where they had me working on IPP’s (Individual Program Plans) and we were
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able to just ask questions as we were working on them, I think that would be really
helpful.
It's important to note that Daisy expressed the desire to learn through an opportunity to apply
herself. Instead, she was disappointed that the first-year teachers were just given a list of
expectations. This similar feeling was shared by Emma:
My induction would have been the week before school, even a week before teachers even
came into the school and it was one day at the board office. The superintendent came in,
but I didn't think I really learned anything, it just was basically what their rules are. They
kind of go through that kind of stuff, but I didn't find an opportunity for a mentorship
program or something like that. I think that would have really helped. Maybe even just
going over your personal growth plan and how to make a proper one. I remember going
over them and they weren't the greatest, you know, we didn't, we did one time in our
education course, but it doesn't compare to when you're actually in it. So maybe we're
making actual applicable goals and seeing your success points and explaining that a little
bit more. Maybe would have been nice.
Davis was even more direct in his assertions of experiences during orientation to his new role:
They kind of walk you through like, here's who this person is and here's where you need
to go when you're having trouble with HR or here's where you need to go when you're
talking to this person or this person. And then when I left that day, I thought to myself, I
didn't really learn anything new, I didn't really learn anything that will help me for my
first year. It was more so like, here are the people you need to know in certain situations
which is valuable, I guess. But I don't know if they could have maybe work-shopped that
a little bit differently where maybe it was a couple of days where we talk about
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instructional strategies that we can use in our first week, and maybe we talk to somebody
who's kind of an assessment guru, and talk to some teachers, actual teachers from our
district rather than just district personnel. You know that would have been cool to maybe
have kind of a more structured approach and some more approaches towards things that
we are going to use right away. I mean, I don't really think I've contacted a single person
that they've introduced me to at the new teacher orientation. I just don't know if that's
super valuable. I guess there are certain values to having that information, but I think
doing something along the lines of, here's what an experienced teacher has to say about
assessment, here's what an instructional strategist says about what you should be doing in
the first couple of days, here's how you should design your classroom environments,
here's what you should think about, and things like that.
These reflections portray that Gen Z teachers are looking for practical, useful, in-the-moment
learning that apply directly to their immediate needs. Although the participants understood the
importance of larger connections to district visions and the people who operate within the broad
scope of their profession, they mostly wanted directions and tools that apply to their personal
needs.
For Jasper, the orientation experience at her school district was similar, but she
appreciated that she got to see the larger picture and meet people from other schools:
When I started, it was one full day where all of the teachers that were new to the district
and we met at district office, and it was like getting to know all the people at district
office, which I thought was really cool. And just learning about all of the philosophies
and all of our different schools in our district and what our main targets for learning are.
And I thought that was awesome to do and it also was nice to see the other teachers that
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were new in the division. But it was really cool, like to see, I would never see this person
otherwise. And it's really cool to be able to just like throw ideas around with them and
just like, feel like you're not alone. I thought that was really great.
It was important to Jasper to connect with others more so than prepare for her first days in the
classroom. Although this less associates with the consciousness of teaching and learning, it does
align closely with the second theme of the study – the need to foster relationships with others.
Formal training or orientation for Gen Z teachers aside, the first year of teaching requires
beginners to share personal ownership over their development. Having structures in place to
support new teachers is vital to success but so is personal accountability. Victoria disclosed that
for her, overcoming early hurdles in her first year was more about what she could do for herself,
not necessarily what others could do for her:
I think my biggest challenge would have been remember that it's okay if your plan or
your lesson doesn't go as planned. When you're a beginner teacher in that sense you put
all this time into your planning and people are coming in to observe you and there's all
that pressure that everything is absolutely perfect. But I think a lot of teachable moments
come out of the stuff that's not perfect. And there's a lot of learning opportunity there so I
think that was definitely at the beginning, you'd be like, “Oh my goodness, this isn't
going how I wanted it to go,” and you have that sheer moment of panic. But then you
kind of just adjust as you go and you know you change your plan and often what would
come out of it would be better than what you had planned. So just, you know, knowing
that it's okay to be adaptable, it's okay to think on your feet, and it's okay if things don't
go exactly how you had planned.
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From Victoria’s vantage point, personal responsibility for her development during the first year
and relying less on outside assistance was a natural element of her growth. Her sense of personal
ownership speaks to Gen Z’s depth of self and private responsibility.
It should be noted that in Victoria’s case, she indicated that her school district’s induction
program was much more comprehensive than what other participants seemed to indicate. In her
school district, the structure and purpose of their induction program was more intentional:
My district also had multiple PD days throughout the year just for beginner teachers to
the district. So, I believe there was four half days that we got to take. But yeah, it was
definitely nice just talking and knowing that you know it's normal to feel overwhelmed or
to feel super busy. And sharing our successes and our downfalls together. And then
knowing that you had that support from senior admin at the district was really
comforting, too.
In Victoria’s case, her story suggests that sufficient support in the form of a well-designed
induction program allowed a beginning teacher an opportunity for a more fervent sense of self.
Beyond the participants’ recollections, they also shared suggestions of how their
generation of beginning teachers can be helped. Not surprising, the suggestions indicated a more
hands-on approach and the opportunity for experiential learning. Victoria advocated that:
Maybe having more professional development opportunities for new teachers that aren't
necessarily, you know, sitting down and going over a document or something like more
hands-on stuff or like having activities for new teachers to get to know each other a bit
more. I think that would maybe be helpful.
Jasper went even further to recommend that:
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It would be nice, maybe as an idea, if I got hired in April, for my job, if I could have gone
into the school and had an opportunity to view the old teacher of that position teaching a
lesson, just observe. It would have to be a day thing just because the entire day is
different with different kids and everything, but that might have been valuable.
The participants’ first year of teaching came with examples of celebrations and challenges that
provided opportunities for learning outside of what was scripted or organized. As part of Gen Z,
they found avenues for learning that married with their personal preferences. They were also able
to identify elements that needed improvement from a school or district perspective.
Cultivation and Significance of Connections and Relationships
Within Phase II – Year One Teaching, Gen Z teachers acknowledged the significance that
cultivating strong relationships had on their development. The participants in this study
suggested that fostering relationships was foundational to their success in their first year.
Building personal connections and leveraging their technological expertise with colleagues, as
well as constructing relationships with their students, administration, parents of their students,
and their community lay at the heart of what led to their most successful and celebratory
moments in their first year of teaching. The collected data highlighted the need for Gen Z
teachers to invest in relationships with their colleagues and students in the first year of teaching.
Relational bonds with colleagues caused deeper learning and connection according to the
participants. For example, Davis disclosed that:
As you kind of find yourself and you build relationships on staff, I felt honestly like some
of the co-workers that I met in my first year really helped me. You know they really
helped me get my feet under me really quickly and I'm very grateful for the people that I
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work with because they've been huge to help me get to that level of organization and
preparedness.
Jasper simply stated that:
I think I've definitely made positive relationships with other teachers in my school and
that's been really helpful for me, obviously just to have a workplace where you're not, not
liking people you're working with. But then also learning from them and then being
willing to teach me things that they already know.
Victoria’s offerings substantiated that relationships with her teaching colleagues were critical in
her first year of teaching:
I've definitely fit in with them, you know, just like chit chatting in the hallway or saying
hello. Last year if somebody was going out for a drink after work, doing those kinds of
things, to be included or making sure you sit in the staff room at lunchtime, just to have
those interactions and build relationships. Or if you find a really cool resource, like
sharing that with people kind of builds relationships and starts a conversation.
Furthermore, Victoria explained that having strong relationships with her colleagues underscored
the notion that even though she is younger and from a different generation, there is a universality
among all teachers that binds them together as professionals and people:
I would definitely say having a supportive staff. I'm at the school knowing that we're all
human, we make mistakes, and that everyone I feel like at my school has been really
supportive. And that's really kind of, I think, allowed me to get to know everybody and
bond with everyone. So, I think that's kind of a huge aspect, is just kind of being there.
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Building staff relationships accentuated the basic human need for connection. Regardless of age
or position, the commonality that Gen Z shares with their teaching colleagues is the need for
support, understanding, and acceptance.
The offerings of the Gen Z participants suggested that although they valued bonds with
their teaching colleagues, building ties with students was the most eminent factor in terms of
relationship building in their first year. Much of the data collected from the participants offered
references to preservice teaching programs that introduced them to the importance of forging
bonds with students. Participants shared that they always acknowledged how critical
relationships were, but this was truly realized during their first year of teaching. Davis disclosed
a memory from his first day on the job:
I was so nervous coming in. There was a student in there, crying, and turns out this
individual was going to be in my class. So, right off the bat. I kind of like, the nerves that
I had, I immediately was like nope, putting that away, I need to start connecting with this
individual. She became like a super awesome leader in my class. And still to this day,
you know, I was on supervision last week, she has that positive relationship with me,
which I think is so cool. And I think that's, you know, one of the reasons why I love
doing what I do is being able to have those connections. That's the one that stands out to
me because it was one of the first relationships with a student I built.
Davis’s early experience with making connections with students eventually came with the
realization that relationship building needs to be curated and attended to. Sometimes, building
bonds with students can come at a cost if the teachers tries too hard or aims to be popular among
the students:
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Building professional relationships with students going into my first year, like it was nice
to be the cool teacher and then you realize in a hurry that that's a mistake to be the cool
teacher. There's got to be some structure into that, too as well. Looking back on my first
year, I've been able to add some more things to my relationship building repertoire that I
can use towards building better and more professional relationships. I'm not just the cool
guy, but I'm also the, the cool guy that can manage the classroom right, which is, I think,
important. I don't think it's a desire to look like the cool teacher but at the same time it's,
you know, you like to relate to them when you're talking about like their videos and
memes that they watch and stuff like that. So, you end up looking like the cool guy. But
then they think they can get away with anything, right, and I think that it's really hard to
reel it back in - once giving them too much rope. And I've learned that I've been burned
with that quite a bit, right, and just, not necessarily into an inappropriate level, but just
maybe crossing lines that some people might have in the room. But sometimes I have
students who get too comfortable with the cool teacher that they sometimes just cross the
lines and it's just hard to get them back from that point. So, moving forward, that's been
part of my desire to grow. What's the balance and how can I be the good relationship
builder.
Davis’s awareness of needing to develop strong relationships with students comes with the
acknowledgement that he also has a responsibility to build those relationships in a healthy and
lasting way. He shared that teacher and student relationships need to be founded on clear
boundaries, understanding student interests, and having skills to draw students back to a
respectful threshold when boundaries are crossed.
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Navigating the landscape of relationships can be complex and require nuanced skill.
Victoria spoke not only of the importance of building strong relationships with students but also
an early strategy that she employs to initiate the relationship building process:
I think relationships are, especially positive ones, are a huge piece of teaching, having
those positive relationships with kids allows them to learn from you. I mean, I feel if you
don't like your teacher, you're definitely not going to want to learn from them. So that's
kind of a huge piece. Like starting out my year, I've kind of started taking that time at the
beginning to build positive relationships with kids.
Jasper expressed that understanding the value of building relationships with students came early
in her first year:
That's your first thing, but you don't think before you teach them that you actually have to
have a relationship with them. But you really do! That is my number one thing, I build
relationships with all of my kids and that's what I care about more than the curriculum
because the curriculum comes and they just like absorb it. And when they have a
relationship with you, that's a way of saying, obviously there's more to it than that. I think
that's why I have success with some kids that the other teachers are just like, “Oh, no,
can't learn this, can't do it.” But then if you really focus on building that rapport, the
learning happens naturally because they want to learn from you.
In both of these examples, the Gen Z teachers identified not only the need to form strong bonds
with their students but also that relationship building can enable more organic learning to happen
for students.
The data also revealed how having technological expertise acted as a platform for Gen Z
teachers to more easily enter into professional and personal relationships with their colleagues.
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Due to COVID-19 restrictions and the shift to at-home instruction, there was a higher degree of
dependency on technology for all teachers. These Gen Z teachers felt confident with technology
because of growing up with cell phones and personal computers in the home and at school. As
Davis shared:
So, just the general familiarity I have with the internet devices growing up, that has been
an absolute godsend. Growing up with using computers and with playing Xbox or with
figuring out how to use the television and the rapid changes in technology. Having
different versions of iPhones, I just think that the technological literacy has been kind of
drilled into me because that's just the way I've grown up.
It’s important to note how this familiarity with technology benefited Davis’s ability to teach
during the pandemic.
The data showed a discernable pattern concerning the Gen Z teachers’ command over
technology and how this led them to develop connections with other members of their staff. All
five Gen Z participants felt that their technological skills were well beyond their teaching
colleagues. Emma felt her skills were “astronomically more advanced” than those of her
colleagues. Davis was even emphatic when he stated, “I would say, I kind of look like Jedi
Master Yoda when it comes to technology when compared to some of the other teachers.”
Victoria was equally direct in claiming that, “I'm pretty advanced,” in comparison to her
colleagues. Jasper was bold in her assertion that, “I'm the only one that knows anything” in
relation to technology and other teachers on her staff. The message from Gen Z was clear; they
felt that they knew much more about technology compared to their counterparts.
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Their advanced aptitude with technology caused the Gen Z teachers to establish more
immediate and stable relationships with other teachers. They shared how other teachers reached
out to them for tech support which allowed them to form deep connections. Davis recalled:
I've sat down with quite a few teachers, especially in the spring when we first kind of
went online. I’ve got lots of teachers’ phone numbers in my contact list because they'll
text me for tech support. It's made me really valuable to have on staff and it makes me
feel good, being able to help an experienced teacher. I think that my level of tech is quite
a bit higher than the average teacher at our school.
Similarly, Jasper shared how her advanced tech skills helped her colleagues and advanced her
relationships:
One teacher, she could barely get into her email. So, I was always the person to call on.
So especially when the pandemic hit, it was a lot of questions on how to do Google
Classroom because I had experienced Google Classroom. A lot of teachers had no idea
what Google Classroom was or what Google Suite even was. But because of my
generation, I feel on the access to technology I can pick up on things. But for them it is
really difficult.
Victoria concurred in the sense that older teachers found technology challenging, especially
when attempting to teach in an online platform:
Other teachers don't know what they're doing. They just would pop into my classroom or
send me an email and be like, “Hey, what do you think I should do with this?” or “I'm
thinking of this project, do you have any ideas?” Just being that person that they would
throw out an idea to. Then I'd say, “Oh, have you ever used Vidyard? So, I think making
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sure you already had those connections with those people, so they didn't feel awkward
like asking me.
For Victoria, collegial relationships were also strengthened with her school administrators due to
her expertise with technology:
I've had several conversations with my school administrators where they're coming to me
for advice on tech things, especially with going to online teaching. And I also teach a
computer option at school so I've found that they're bouncing ideas off of me or asking
me how to do things so that they can go around and offer a hand to other teachers that are
further along in their career.
By having valuable technological skills due to generational reasons, these Gen Z teachers could
engineer essential teaching skills that consequently established much needed relationships with
their colleagues.
Gen Z participants shared an abundance of information supporting the importance of
relationship building during the first year of teaching. They felt that relationships with both
colleagues and students played an essential role in their development. The Gen Z teachers
recognized both the requirement and magnitude that healthy bonds with students and staff play in
the establishment of a fertile learning environment. Gen Z teachers’ perceptions suggest that
building relationships needs to occur before authentic learning can truly happen. Table 7
provides Gen Z teachers’ essential reflections during their first year of teaching.
Phase III – Beyond Year One Teaching
Examining Gen Z teachers’ perspectives after the first year of teaching sheds light on the
following progression: teacher training to new professional to a more permanent role in the
classroom. Exploring the past and present status of Gen Z teachers’ mindsets and experiences
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Table 7
Phase II – Year One Teaching Reflections, Overview of Findings
Phase II – Year One Teaching
Consciousness of Engaging Learning Strategies
First Year Teacher Orientation and Induction
During Orientation/Induction, Gen Z Preferred:
o
o
o
o
o
o
o
o
o
o
o
o
o
o

Active learning
Opportunity for application, not just an explanation of the expectations
Opportunity for a mentorship program
Time to develop personal growth plans
Opportunities throughout the year to connect with other new teachers
Opportunities throughout the year to receive further training appropriate for new
teachers
Guidance from instructional strategist, assessment guru, and time to talk to actual
teachers
Practical, useful, in-the-moment learning that would apply directly to their immediate
needs (first days, weeks, and months of their teaching assignment)
Events that are not a waste of time
Expectation that they will get something from experiences
Things that apply to their personal needs
Personal ownership, depth of self, and private responsibility
A more hands-on approach and the opportunity for experiential learning
Relevant information
Cultivation and Significance of Connections and Relationships

Gen Z Preservice Teachers Shared:
o Relationships with colleagues as critical in their development
o Apprehension in making connections with colleagues
o Deeper learning and connection grew from the relational bonds that were created with
students
o Deeper learning and connection grew from the relational bonds that were created with
colleagues
o A preference to be asked for their thoughts and opinions
o Personal, one-on-one support from colleagues
o Leveraging their technological expertise helped to build relationships with colleagues

93

allows for a more comprehensive grasp of their thoughts and feelings regarding the evolution of
their experiences and development. As Gen Z teachers strive to anchor themselves in the
profession, it is important to gather their stories during the promotion from a post-secondary
student to a beginning teacher to a young, yet experienced Gen Z teacher.
Consciousness of Engaging Learning Strategies
Participants, four of which were in their second year of teaching and one in their third,
were asked to consider any noticeable phenomena that they perceived since they had completed
their first year of teaching. Were there any things that they felt had changed for them or in their
thinking? What did they see in the future of teaching for them and their colleagues now that they
were more established in their career? What stories most reflected their experiences during year
two or three of their teaching? Another interesting note is that due to the COVID-19 pandemic,
all of the participants had experienced online teaching for a small portion of the school year at
the time of the interview process. Although this was not a significant topic of conversation, there
were times during the interviews where teaching and working in a pandemic altered their
perceptions of teaching, their older colleagues, and the topic of technological literacy. Although
some participant responses alluded to teaching during a pandemic, a dedicated effort was made
to avoid linking teaching during a pandemic to teaching during a typical school term.
Regarding teaching beyond the first year, the Gen Z teachers offered reflections on
professional learning. They spoke about their assessment of the Alberta Teachers’ Convention,
their vision of school-based professional learning, and their own personal responsibility in
developing as a professional.
For over 80 years, the Alberta Teachers’ Association has organized an annual teachers’
convention “to improve the teaching profession by organizing and supporting groups that
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advance the knowledge and skill of teachers” (Alberta Teachers’ Association, 2021). The
convention is a mandatory two-day event as required in Alberta teachers’ contracts. The event is
generally held in late winter or early spring in regional locations across the province. Typically,
teachers select from a variety of training or informational sessions depending on their personal
interest or their professional needs. Daisy’s reflections best encapsulated many of the
participants’ views regarding Teachers’ Convention:
I feel like the only time we really get to choose is at Teachers’ Convention, and
sometimes even those like, I remember there being really not much than anybody wanted
to go to. I was just picking these random things to go to because I felt like that's what I
needed to do. But I wasn't learning anything because I wasn't interested in it.
Similarly, Victoria shared:
Just thinking about Teachers’ Convention, like, there are some interesting things there
that you can go to. But some of them are boring and you kind of just sit there the whole
time.
Although others mentioned that keynote speakers at the convention offered some inspiration, the
overall feeling was that the layout and execution of the Teachers’ Convention was not something
that served as a viable development tool for Gen Z teachers.
Gen Z provided numerous suggestions that may provide essential criteria for what might
work for this generation of teachers at the Teachers’ Convention in the future. Many of the
recommendations they provided mirrored the learning preferences of Gen Z during their
preservice training. Victoria craved content that matches the needs of young teachers:
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So, I think having more hot topics that younger people would be interested in. Definitely
hands-on and engaging and things that are moving towards the future, so things that have
to do with hot topics and education, like technology or mental health, things like that.
Victoria also mentioned some guidance for presenters at Teachers’ Convention:
I think when people are presenting that they're actually super excited about the topic that
they're presenting about. I've been to some professional development where you can tell
that people don't want to be there. They don't really care about the topic or they're not
passionate. So that makes me kind of be like, I’m not feeling it, you know what I mean.
So, I think being engaging, being passionate about it, making it fun and interactive is a
huge piece that's going to hook young teachers. Like I said, if we're just sitting there,
we're not into it. I often find that I've been to some professional development courses
where it's, here, this is step by step on how you log on to this website and where you go, I
would rather have that time to play around with it myself and ask questions and be more
hands-on.
Daisy was direct in her advice for future Teachers’ Conventions:
Actually, having the person, physically there is huge, and I think when they allow you to
do small breakout groups so that you can discuss the question, kind of brings everybody
back to focus, those are good things to do. Maybe take a survey and then collect data
from that. They could interview us, or give us a job even, they could ask what we're
interested in and what are things that help new teachers, kind of give us a voice.
Davis’s candid assertions included teaching strategies that worked best for him:
You know the old school way of kind of sitting, PowerPoint learning, you know we tell
kids, or they tell us not to stand and deliver and vary our instructional strategies. I think
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that they should be intentional with their instructional strategy. I think that smaller
breakout space, informal setting, I learned way better in those settings than I do in a
lecture per se.
Jasper described learning as a personal experience and with that comes individualized needs that
reflect the here and now:
I really like the learning one-on-one. I just realized it was right now as I tell you this. I
think it's important for kids to learn that way but it's also important for people to learn
that way, like all of the concepts, the conceptual courses I've gone to. It's been amazing
because you get to interact with other people. And I share ideas of how you use it in your
classroom. And then you get to do these hands-on activities.
During her short time in her professional career, Emma expressed that she wished for more
personal, one-on-one support directly at her school and in her classroom. Several times she
mentioned the need for a formal mentorship program to support her learning, as well as an
opportunity to have a district consultant or expert spend time in her classroom over an extended
time frame:
I think being able to work with that person, just even for a week or so. They come into
your classroom and they can kind of explain, or even just want you to teach and then
explain this is what you could do.
These expressions indicate that Gen Z teachers prefer learning opportunities that are engaging,
personal, relevant, and reflect issues and topics that explore in-the-moment issues. Presenters
need to show excitement for their subject and engage attendees with hands-on, real-world
experiences in order to reach the target audience of Gen Z teachers.
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The participants described the challenge to find availability and location of professional
opportunities. They spoke about the frustration of not knowing where to look for applicable
professional learning events concerning their role, experience level, and age group. Participants
mentioned that although the Teachers’ Convention did not necessarily meet their professional
learning needs, they appreciated that they at least had options to choose from.
Daisy shared:
I had no idea where to go to even look for things. Like that nobody really sends them out.
Davis was more explicit when he divulged:
I want to be able to pick with your interests and where you want to grow. But
unfortunately, throughout the year, there's not always that opportunity to select something
that's directly applicable to you. You need to really make sure that you're finding those
opportunities and that onus is kind of put on you to be able to find conferences you want
to go to. What Teachers’ Convention has going for it, is that it draws my attention to
what's going on. And then I can just pick from that list. I wish that there was just a big list
that, you know, every once in a while, get emails from the district or from the school that
says, “Hey there's an opportunity for professional development here.” If there was some
way to give us a scrollable list on the website or something like that, or you know even
emailed to us monthly, let's say, have a big list of different opportunities to learn. That
would be cool. Now, if something like that already exists then maybe I'm just not looking
hard enough. But if I can't find it then clearly, it's not labeled so maybe they need to label
it better. Maybe that's the answer.
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Emma stated:
I didn't have really good experiences with trying to find good learning opportunities
outside.
As the Gen Z teachers mentioned, they struggled with awareness and accessibility to
applicable learning opportunities. They are drawn to in-person learning and are not interested in
online or streamed sessions. For the Gen Z population, learning in isolation or from a video does
not have the appeal of face-to-face instruction. They want to be engaged, work with others in
small groups, and choose what they attend. The participants acknowledged that COVID-19 may
have played a role in the limitations on professional learning opportunities, but their responses
were more apt to confirm their penchant for in-person learning regardless of restrictions due to
the pandemic.
In addition to desiring personal choice in their professional development, Gen Z teachers
shared the belief that they have a personal responsibility to improve themselves professionally.
Davis had stated previously that it was the teacher’s responsibility to seek out learning
opportunities, not necessarily as a hindrance, but a benefit. This was confirmed by other
participants as well. All five Gen Z teachers confirmed their desire to make individual decisions
regarding professional learning. Daisy, beyond the love of learning, longed to take what she had
learned and make it her own in her classroom:
I'm there and I'm learning it. I love it so much, but then when I go to my classroom to try
it sometimes, this is not gonna work. So then I have to figure out how it's gonna work for
me.
All of the participants in this study, as part of their teaching contract, are given a designated
amount of money each year to pursue learning opportunities that reflect their professional growth
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plans. Jasper appreciated both the financial support and opportunity to explore her own
professional interests:
Professional Development money is available, and you can kind of use it towards
whatever you want, you just kind of have the drive to do it. I really think that it's on the
individual teacher, because the opportunity is there. We have the money to do quite a bit
of PD in the year. Those opportunities are right in front of us. You just have to take them.
Victoria’s experience also suggested her gratitude for the opportunity to delve into her personal
curiosities based on her professional needs in the classroom:
Thinking of something you'd like to work on or explore, for instance myself, I have two
students that are on the spectrum that work with a full time, EA. This was something
totally new to me this year. So that's been one of my professional goals that I've been
working on, which is completely different than other teachers in the building that aren't
having the same experience that I am this year. So kind of taking something that's new to
you or that you're not sure about and exploring that and whatever kind of direction we
take as long as we're taking it seriously and actually exploring that goal.
As expressed in the Self-determination Theory, a deep sense of ownership and responsibility is
something that Gen Z desires in their own learning. Davis concurred with the other participants,
expressing that professional learning was not something that just occurred at school or a
professional event:
For my own personal learning, most of the freedom that I have comes outside of school
time. When it comes to my professional learning, the things that I have freedom with, and
choice are usually done outside of my building.
Emma conveyed a similar message of personal responsibility:
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I need to find a book even and just read more. Take my own take ownership myself and
find some learning opportunities. I feel like I need to find more information on that for
myself. But giving us that money to go and do something of our choice that resonates
with your goals I think is good.
All five participants offered the perspective that professional learning for Gen Z teachers needs
to be personalized, and each individual teacher should take ownership for that learning. All
teachers have access to personal development funds, and school and district administration are
supportive of teachers who wish to pursue their own professional learning opportunities.
Cultivation and Significance of Connections and Relationships
In Phase I and Phase II of Chapter IV, evidence from the data revealed that Gen Z
teachers felt that relationships during their preservice training and their first year of teaching
were paramount in their development. Similarly, during Phase III – Beyond Year One Teaching
of their teaching career, Gen Z teachers expressed that relationships with students and staff were
critical for their maturation. However, their testimonies in Phase III revealed a more specific,
developed understanding of the merit of relationships following their first year of teaching.
Teaching is a personalized profession that involves a multitude of interactions with
various individuals each day. Teachers are tasked with interacting with students, parents,
grandparents, complimentary school staff, school and district administration, and colleagues as
part of their daily routine. When reflecting on these interactions, Gen Z teachers described the
significance of these exchanges as paramount to their work. In particular, there were three subthemes that emerged from the data. These three sub-themes had a unique impact on the
professional development of the Gen Z teachers: personalized connections with colleagues,
professional relationships with colleagues, and strong relationships with students. Each of these
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three areas were supported by participants’ statements, which demonstrates how meaningful
relationships are to this generation of teachers.
Personal Connections with Colleagues
As Gen Z teachers entered their second year of teaching, they described a sense of
collegiality that was different than their first year of teaching. The second-year collegiality
centered around a deeper sense of acceptance and personal connection. Victoria expressed this
change by sharing:
I would say this year, some people on staff that I didn't really think, I don't want to say
that I didn't think they liked me, but we didn't really know each other and now kind of
having that relationship where you can joke around a little bit. I think that was a big piece
this year, and not feeling intimidated when you go into the staff room and you can jump
in and have a conversation with anybody. I really felt that more this year than I did last
year, as last year still felt like I was the newbie and I didn't quite fit in yet. And you know
I was the youngest on staff, and now I'm not quite anymore, I'm the second youngest so
that definitely made it change a little bit.
When she was pressed to share an example of this, Victoria offered:
Just one of the teachers on staff, who he is just super serious, and he just kind of joked
with me one day and then I said something back. And he's like, “you're really funny.”
And I was like, “Oh, okay.” It was like coming from somebody that I never really talked
to or connected with that kind of gave me a compliment that didn't really have anything
to do with teaching. I feel like I really fit in now.
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This validation made Victoria feel accepted on a personal level. It was an important shift that
Victoria noticed during her second year. Being acknowledged as humorous by a reserved
colleague provided a more intimate connection with her peer.
During Daisy’s second year, she experienced that her colleagues became her friends
outside of school. They began to rely on her to plan and organize events that allowed for nonwork connections. This in turn positively affected relationships in the workplace:
I find that this lady's group (teaching colleagues) that I'm in, they're always, “Oh Daisy,
what should we do? What should we do this weekend? They are like, “You plan
something and we'll do it.” And then, I think that affects a lot of people in their teaching.
I think just having those good connections or something that the younger teachers can
bring to those people and they bring back the positivity. I've had a lot of staff parties and
people want to come over and just hang out or sometimes when we're online. Just kind of
hang out or even not school related. Sometimes they are just texting me, like, we should
all do something tonight.
As noted, Daisy recognized that not only were these established personal relationships beneficial
to her, but also these connections translated into benefits for the students in her school.
Davis noticed that his ability to communicate with staff members on a more personal
level happened in year two and allowed him to enjoy his role and his associations more:
I would say, communication skills with your colleagues is something that I've kind of
grown to appreciate a little bit more in my, especially my second year. My first year I felt
like I was focused so much on what I was doing in the classroom that I didn't really have
the opportunity to expand outwards with my colleagues, and this year I think now that
I'm a little bit more comfortable with what I'm doing in the room. I can kind of expand
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out towards the rest of the school. So building on those skills of communication have
been an area of focus for me for. Especially this second year, I've been having lots of fun
with some of the people I work with and, you know, being able to chat with them and
stuff, that is fun.
The realization that teaching is more than just what happens in one’s own classroom allowed
Davis to recognize the value of his colleagues and the joy that comes from those connections.
Emma shared an example of personal reliance on someone in her professional circle:
Every morning, I have a room buddy, like the person that's next to me, she comes in and
she always bring me a Tim Hortons coffee. And then she just tells me I'm doing a good
job and if there's anything she can do to help me and support me. Um, I've cried too. A
lot of times she's come to me, so we have built that relationship where I feel like I'm
supportive too, as well. Every day, if I have something going on, she'll come if I need to
take my class because a student is having a moment. I know she can, I can just call her
over and she'll help me out and guide me in that way too.
This example shows the depth of personal connection and the impact that this relationship has
had on Emma both personally and professionally. This intimate personal relationship with her
colleague cultivated both freedom and confidence for Emma. She felt supported by her room
buddy and knew that she was equally a reinforcement for her colleague.
Professional Relationships with Colleagues
Participants expressed a change in professional relationships in year two of teaching as
well. Daisy felt that her colleagues listened to her more and that she was seen as a more useful
resource. She felt that her opinions and ideas became acknowledge and valued:
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And I find that the school I'm at, my colleagues are really good. They listen and want
new ideas. And when I come with a new idea or resource, I found that they want to use it
and if I find an easier way to do marking on the writing rubrics, then they want to learn it.
This transition to a reciprocal professional relationship is an evident example that highlights the
value these teachers place on relationships.
Jasper described how professional relationships transitioned from the inexperienced first
year to a more established second and third year:
I think the first year I was definitely too proud to ask for help and maybe a little bit
nervous too, because I didn't want them, other teachers, to think I wasn't a good enough
teacher and I needed help. But now I asked the other ladies for help all the time and
advice and ask them if I can just watch them, how they're doing something in their
classroom. And that's been, it really has been huge for me. Two teachers at my school
have been so helpful for me and helped me grow as a teacher and see little parts of how
I'm teaching and make sure it's working for each kid. And just little ways to tweak things
for each student to differentiate, especially with these grade levels. It's like you need
some advice from people that have done it before, because it's crazy. But I think finding
my voice, just like in getting more comfortable, and also more aware of the necessity of
me to ask the other teachers for advice, has helped me develop that voice.
Jasper recognized transitions in her awareness of her collegial relationships. During her first
year, she felt self-conscious, intimidated, and unsure. She started to understand the impact that
professional and personal relationships in the workplace had on her own development and her
students. This transition ultimately elevated her practice. By identifying the evolution of her
professional relationships, Jasper broadened her skills in the classroom.
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Strong Relationships with Students
The third area that Gen Z teachers identified was regarding relationships with students.
Each participant recalled multiple experiences where building strong relationships with students
was paramount for student learning, teacher efficacy, and personal development. Daisy offered
that building relationships with students allowed for the future development of relationships:
I think just having those big relationships with them and going the extra mile with them
makes me feel like I'm doing a good job because then I know they're coming to school
and learning. Last year I had a couple of my students’ older siblings, so I already kind of
made a connection and made a relationship with them. So now they come to school this
year, they're ready to learn.
Daisy saw beyond the immediate benefit of relationships with students by recognizing that those
current relationships can foster connections with future students.
Victoria recounted that due to her age and her understanding of students, who are part of
her same generation, she makes quick connections with her students because she is in tune with
them:
I think maybe because I'm younger I can pick up on those social cues a little bit more. I
don't feel like I was in seventh grade that long ago so, I mean, if there's girl drama in my
class I remember what that's like. The other teacher at our school that is closer to me in
age, we've had the same conversations where, we can pick up on if there's girl drama or,
you know, you can kind of tell if a kid has had a bad day or isn't getting along with their
friend in the class.
Victoria felt that her age is a benefit in building relationships with students and serves as a usable
tool early in her career.
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Teaching in a high school setting, Davis shared that student relationships are a primary
goal for him:
I would say relationship with students really drives me at the high school. I love being the
teacher that walks down the hallway that everyone says hi to. Not that I'm trying to be
their friend or it's not like kind of this validation that I'm looking for. But I just like to be
in a good standing with lots of the students and being able to be that one that they can
chat with if they're having struggles or feel comfortable with coming to if they need extra
help in my class or anybody else's class. I just really liked that aspect of it.
Further, Davis recounted:
It's even better when you can reach all of them. That’s why I value relationships and
connection so much is so that I can work to make that difference in students’ lives. I don't
care really if it's making a difference if they love social studies. That's not what I care
about. When they feel comfortable and safe at a school, and when they leave my
classroom they say, “You know what, school doesn't suck so bad.”
It is important to Davis to have a reputation as a teacher that believes in developing connections
with his students. He mentioned the phrase “relationships before curriculum” as a mantra that
helps to ground him in his purpose of serving his students before he teaches the curriculum.
Emma relayed a similar feeling regarding necessary boundaries when developing
connections with students. She said, “Being their friend, I feel like I'm also failing them as well.”
She expressed that the role of the teacher can be personal, but at the same time, by just being a
friend to students will not necessarily help them progress.
Navigating student relationships can be difficult for all teachers. The Gen Z teachers’
perceptions supported this thinking. During a particularly impressionable time for Jasper, she
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shared about an experience with a challenging classroom and a demanding student where
building a relationship was one of the most strenuous yet valuable experiences in her short
career:
And it was really difficult. They didn't want to do anything and didn't want to listen. It
taught me a lot about building relationships, not only with those kids that are easy to
build relationships with. I think I learned those are the ones that you need to build a
relationship with the most. I think that was the most substantial part of that year. I learned
how to teach the curriculum to a bunch of different grades and everything, which is great.
But lots of teachers can do that, you know, but I think that building a relationship with
those boys and it was hard. I didn't want to do it. That sounds so terrible and I hate saying
that, but I didn't. They were tough and they were rude, and I just kept trying to build
those relationships and it ended up working out really well. And one of the boys - he is
the hardest student. I don't think I'll ever have a student as hard as he was. And I am so
proud of him. I became the person that he relied on when he needed help. I'll never forget
him and not for the reasons that he made my life really difficult. Because I'm just so
proud of how I handled it, and how I grew our relationship so that we were at a space
where I could actually teach him, and he would actually learn. That was huge for me and
I learned so much just from those boys and that one in particular.
As evidenced in Jasper’s story, relationship building can be complicated and overwhelming.
However, both students and teachers benefit from addressing those challenges that produce
strong connections. For these Gen Z teachers, growth and development happened when attention
and effort was given to fostering strong relationships with students.
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Throughout the interviews with the participants, Gen Z teachers consistently offered
evidence to support the consequential impact that building relationships with students and
colleagues has had on their progression as a new teacher. They shared stories that indicated how
these connections legitimized their standing as a professional within their school and how
relationships with students improved the learning within their classrooms. Participant
perspectives confirmed the indispensable role that strong relationships have on Gen Z teacher
development. Table 8 provides Gen Z teachers’ essential reflections from after their first year of
teaching.
Conclusion
Chapter IV provided evidence from interviews with five Gen Z teachers. Using a
narrative methodological approach, stories from these teachers were collected and synthesized.
Data was organized into two themes: Consciousness of Engaging Learning Strategies and
Cultivation and Significance of Connections and Relationships. Gen Z teachers revealed the
importance of useful teaching and learning strategies. They also conveyed that relationship
building with colleagues and students played a critical role in their development as teachers.
Chapter V incorporates a summary of the collected data, as well as how the participants’
stories correlate with literature on Gen Z and teacher development. The chapter also discusses
how this study contributes to the overall focus on beginning teacher development, as well as how
it relates to the Self-determination Theory and the Theory of Self-authorship. Finally, the chapter
offers reflections on the implications of this research and provides suggestions on areas of future
research related to Gen Z teachers.
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Table 8
Phase III - Beyond Year One Teaching Reflections, Overview of Findings
Phase III – Beyond Year One Teaching
Consciousness of Engaging Learning Strategies
Professional Learning in the Future
On Orientation/Induction/Professional Learning in the Future:
o Prefer having a voice on opportunities for Professional Learning for Gen Z teachers
o Appreciated opportunity to choose at Alberta Teachers’ Convention, but not the
choices available
o Want hands-on, engaging topics to choose from
o Areas to focus on included: hot topics in education, technology, mental health
o Wished for presenters who were passionate about their topic
o Want in person, face-to-face learning opportunities, not virtual
o Prefer informal presentations, less lecture
o Want one-on-one learning where you get to interact with others more intimately
o Desire formal mentorship that continues year after year
o Want easy access to information on when/where Professional Learning opportunities
exist
o Felt Gen Z were personally responsible for their own learning
Cultivation and Significance of Connections and Relationships
Gen Z Preservice Teachers Shared:
o Deeper personal connections with colleagues were formed in second and third year
o Less intimidating feeling and higher level of comfort with colleagues
o Reciprocity in relationships with colleagues
o They were more able to be themselves with colleagues inside and outside of school
o Improved ability to communicate with colleagues
o Professional relationships with colleagues positively impacted Gen Z teacher
performance
o Strong relationships with students critical to teacher and student success
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CHAPTER V
DISCUSSION AND CONCLUSION
In this chapter, a summary of the findings from the interviews with the five teachers are
shared in connection with previous research on beginning Gen Z teachers. It also discusses how
the findings are related to the Self-determination Theory and the Theory of Self-authorship.
Consideration is given to the implications that this research has for Gen Z teachers, school
authorities, and teacher training methods. Finally, suggestions for future study related to Gen Z
teachers is offered in order to continue the conversation for this area of focus.
Summarizing Perspectives
This qualitative research explored the perspectives of five Gen Z teachers. By using Gen
Z teachers’ stories to reveal shared experiences, it was possible to construct a collective narrative
from the participants. This summary illustrates a unified description of the lived experiences for
Gen Z participants from teacher training through their current role as a second- or third-year
teacher. It also portrays a review of the collected data as it relates to the research question and
sub-questions presented in Chapter I.
Relationships Matter
Throughout each of the three phases of this study, the five participants shared that a vital
part of learning and growth was due to the influence and support of others. Participants’
responses reflected the importance of the following: relying on others for counsel, sharing
successes and challenges, and exchanging ideas.
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Parental support and family influence were recurring topics for all participants. During
their first interview, Jasper and Daisy both disclosed that having parents who were teachers
provided an early influence in their teaching career. They witnessed firsthand what the life of a
teacher looks like, and it provided guidance in their preservice and beginning teaching years. For
Victoria, Davis, and Emma, although their parents were not teachers, parental support and
influence was referenced on several occurrences. Emma suggested that having her mom’s
wisdom and her lived example was a propellent throughout her life, especially during her formal
training to be a teacher. Victoria shared that her parents taught valuable life lessons, like how to
work hard and treat everyone with respect, that have served her well in the classroom. Davis
referenced that having a mom who has close ties to other teachers enabled her to obtain books
and professional development material to support his learning. Supportive parents were
foundational supports for all of these Gen Z teachers. Sparks & Honey (2015) acknowledged that
Gen Z individuals are more closely connected to their parents than previous generations. Gen Z
parents are more connected to their children than past generations, creating a deeper dependence
for Gen Z on their parents’ counsel (Sparks & Honey, 2015).
As the Gen Z teachers began their foray into post-secondary learning, they were exposed
to a variety of classes conducted by a diverse selection of professors. Pousson and Myers (2018)
indicate that those from Generation Z value approachability and relatability from professors and
those they work with to support their development. The participants in this study shared
examples of professors whose connections were critical to their learning. Davis spoke of a
connection with a literature professor who unearthed a speech challenge from his younger years.
This experience made him recognize the value of reflection as a tool for learning and also created
a more intense tie to his professor. Emma recalled that in one of her classes where there was a
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disconnect with the professor, the class was divisive and learning was more challenging,
resulting in a compromised learning environment. Regarding the Self-determination Theory,
Ryan and Deci (2017) suggest that learning improves in environments where the basic
psychological need of belonging is met. Deeper connections with professors provide an
enhanced environment for learning (Ryan & Deci, 2017).
Each Gen Z participant’s first professional teaching role was flanked by nervousness,
indecision, and a feeling of being somewhat of an outsider. Finding a support network to provide
them with encouragement and guidance became a vital part of Gen Z’s network during their first
year of teaching (Seemiller & Grace, 2017). As Kutsyuruba and Walker (2017) detailed in their
study on beginning teachers in Canada, beginning teachers shared that supports in the form of
orientations, new teacher professional development, and support from peers and supervisors are
elements that help them build confidence and accomplish their goals. The Alberta Teachers’
Association (2013) also acknowledged that new teachers are dependent upon relationships with
their colleagues in their first year(s) of teaching. Emma described her neighboring teacher who
checks on her each day. These visits provide Emma with professional guidance, as well as the
feeling that she can rely on her teaching partner for personal assistance. In turn, Emma
acknowledged that this relationship has allowed the two teachers to provide comfort and support
for each other, something that Seemiller and Grace (2017) expressed when they revealed that
Gen Z individuals are concerned for others’ well-being.
Teachers may not consider school administration as their teaching colleagues, but there is
an undeniable link that exists between teachers and their school administration. McGaha (2018)
shared that Gen Z teachers prefer leaders who communicate effectively, and they also desire
leadership that offers mentorship and promotes equality. Daisy and Emma, who both have
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experienced new leadership in their second year of teaching, noted that having school
administrators who were more flexible in their thinking and who they felt provided more useful
supports was helpful in their development. The other three Gen Z teachers’ experiences revealed
that a priority on high expectations while knowing that they could ask for help were valuable
qualities of school leaders. They also welcomed administrative help that was useful and kind
rather than arbitrary and punitive. As the Self-determination Theory proposes, human need for
belonging is satisfied when school administrators provide a calming and compassionate working
environment for Gen Z teachers (Ryan & Deci, 2017). Relatedness, one of the three core pillars
of SDT, improves learning in environments that meet the basic psychological need for
individuals to form connections with others (Ryan & Deci, 2017). School administrators who are
able to satisfy this need are more likely to appeal to Gen Z teachers.
Another association that can be made within this study is between the Theory of Selfauthorship and the collected data. The Learning Partnerships Model (LPM) that exists within
TSA offers an explanation of the relationships that exist between how individuals learn and the
work environments and employment pressures that arise in the workplace (Baxter Magolda,
2012). As Gen Z continues to develop, they desire that their thoughts and feelings are respected,
and they want to be supported in viewing their experiences as opportunities for growth. Gen Z
also desires to work in a professional environment that supports collaboration with their
colleagues.
The necessary connection between teachers and students was the final relational area that
was identified by Gen Z. Researchers have consistently found that in order to promote socialemotional health, stimulate academic growth, and improve student engagement, it is imperative
for teachers and students to have positive relationships. (Rimm-Kaufman & Sandilos, 2019;
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Hagenauer et al., 2015). When students feel cared for by their teacher, the likelihood of reaching
higher expectations and engaging more deeply in their learning occurs (Pianta, 1999). In return,
teachers experience a reciprocal benefit in that strong connections with students are motivating
for teachers, resulting in them dedicating more time and resources to help students realize their
potential (Hamre & Pianta, 2001). Jasper shared in detail how student relationships have
propelled her to be her personal and professional best, and relationships with students come
before any useful instruction can occur. Victoria and Davis mirrored that sentiment by stating
that deep connections with students were at the heart of their work and their success as a teacher.
For Gen Z teachers, student learning was grounded in the bonds that they created with their
students and the ability for their students to feel cared for by them as teachers.
Learning that Works
A second major revelation concluded from this study was Gen Z’s ability to identify and
articulate both the need for and the importance of effective learning approaches. In relation to
teaching and learning strategies, Gen Z teachers’ reflections indicate not only a depth of
understanding but also effective ways to address a wide range of learning needs regarding the
following: teacher training environments, beginning teacher orientation and induction programs,
students in their care, and what professional learning should look like in the future.
Teacher Training
During their teacher training, participants in this study referenced that the formal nature
of their classes was not always conducive to their learning preferences. They sought out learning
environments with engaging professors who shared stories from the field and had classrooms
organized in a way that allowed for small group work and hands-on learning experiences.
Rothman (2016) suggested that Gen Z individuals appreciate just-in-time learning that reflects
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the real world, not necessarily the formalized structures of a traditional classroom. Gen Z
expressed the need to make genuine connections to what is real versus being taught from a
theoretical basis when referencing teacher preparation programs.
Rothman (2016) also acknowledged that due to Gen Z growing up in less traditional
learning environments with less direct instruction, lecture style classrooms were not valued and
activities like engaging games and challenges are preferred. Gen Z appreciated instructors who
did not rely on lecture format and engaged students through activity instead of passive learning
as a spectator (Pousson & Myers, 2018; Rothman, 2016; Yu, 2016). Emma summed up the
feelings of all the participants when she shared that “we had a lot of courses where you would
just sit and listen to the same repetitive information from year one, and it gets boring.” These
Gen Z teachers strongly expressed that being active and sharing in hands-on experiences were
crucial components in their teacher training programs.
Orientation and Induction
When sharing about their teacher training experiences, the Gen Z participants were clear
in their assessment of beginning teacher orientation and induction programs. They all felt that
there was something lacking in their programs when they transitioned to their first teaching job.
Although participants offered a range of experiences, they all suggested that the formality and
surface level introductions that occurred during orientation training were not useful and having
real teachers and real examples to guide them in those beginning days would have been much
more helpful. They also suggested that a continual plan for mentoring and follow-up gatherings
throughout the first month and first year of teaching would have provided direction and
reinforcement in the early months of their career. They viewed orientation and induction events
as a required formality, not as a tool that proved to be useful for beginning teachers.
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Student Learning
Although this research examined the perspectives of Gen Z teachers, it is important to
note that the current student population that these teachers are working with are also from
Generation Z. When reflecting on experiences with their students, the participants were quick to
identify the commonality between their students and them. Victoria noted that she is close in age
to her junior high students and that she accesses the same social platforms (TikTok, Instagram,
etc). She often capitalizes on this by using new technology to engross her students. She shared,
“I probably use some piece of technology in every one of my lessons. I think it's more engaging
for kids. They're more involved in their own learning.” Gen Z learners tell us that learning for
them consists of technology, social media, visual forms, entertainment, and platforms that
require low attention time and the ability to acquire the information quickly (Wahab et al., 2018).
As the data indicated, to best understand Gen Z, one must actually be from Gen Z.
Perpetual use of technology is not the only instructional avenue that Gen Z teachers need
to pursue, as younger students from this generation also prefer learning that is directly related to
their personal needs. Rothman (2016) posited that Gen Z individuals seek environments where
learning is personalized and reflects who they are as learners. Gen Z teachers in this study shared
that when designing lessons and projects for their students, knowing their audience and
approaching curricular outcomes with an eye on their listeners were critical for student success.
Gen Z teachers naturally understand students who are in their same generation which allows
them to be adaptable and relatable to their students.
Future Professional Learning
Gen Z teachers offered many revelations when asked what professional learning should
look like in the future. As college students, these Gen Z teachers were frustrated by the stand and
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deliver method of instruction. They routinely referenced frustration in traditional forms of
training, noting that they wanted to experience hands-on, relevant, real-life learning methods.
Gen Z teachers hold a penchant for a constructivist belief in learning, something that Merriam
and Bierema (2014) reinforced when they theorized the relationship between learning and the
construction of meaning through experiences. Gen Z individuals want to take an active role in
how they learn with real-life situations as a preferential mode for delivery (Pousson & Myers,
2018). Learning experiences need to be flexible and personalized (Rothman, 2016). With such a
wide range of opportunities for learning, Gen Z thinks more practically in that they do not
necessarily need formal higher education to gain these new skills due to such a range of
accessible modes (Sparks & Honey, 2015). Participants in this study asserted that they desire
choosing various learning opportunities from a list instead of prescribed training meant to align
with system goals. They need professional learning to match with their personal needs in order to
reach their professional goals. This is how Gen Z teachers envision future learning opportunities
for themselves and their colleagues.
Understanding Self
Throughout this research, the underlying theories of self-determination and selfauthorship have been injected to consolidate what has been learned from Gen Z teachers. These
theories were introduced as a way to explain the substantive nature of who Gen Z is, how they
operate, and how a system of teaching and learning can effectively support and advance those
responsible for future generations. Furthermore, these theories acted as a way to express my own
personal narrative of how teaching and learning have evolved for me. How did I come to
understand what worked for me and others during my time in the educational world? Who am I
as a teacher and learner based on an experiential and theoretical basis? Theoretically grounding
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the previous research and data from this study illuminates systemic needs and also unearths deep
personal questions that I have sought to answer throughout my professional career.
Self-Concept and Teacher Identity
Nias (1989b) proposed that “teaching is a personal activity” and that “the self is a crucial
element in the way teachers themselves construe the nature of their job” (p. 178). In discussing
the nature of their teacher training and their early teaching careers, it was apparent that these
young teachers saw themselves not separate from their professional role, but that being a teacher
is who they are. For Jasper, growing up with a father who was a teacher and feeling like she
always wanted to do the same, her identity as a teacher is a large part of who she is. She
described always wanting to make a difference and being able to have a similar impact on others
like her dad had on his students. During one of her formal practicum experiences where she was
introduced to conceptual teaching, Jasper expressed that she found out “who she was going to be
as a teacher” and “I started using thematic teaching and conceptual teaching, without really
knowing that I was using it. I found who I was going to be as a teacher and how I was going to
teach.” Jasper evolved by recognizing parts of herself as a teacher but also making the
connection to who she is as a person. It was an important discovery for Jasper to crystalize an
understanding of self.
For beginning teachers, a sense of vulnerability is part of the initiation into the profession
(Kelchtermans & Ballet, 2002). Davis shared that the unexpected and unplanned nature of
teaching is attractive to him, and it helps him to avoid stagnation and stimulates personal growth.
Vulnerability is a key ingredient to self-improvement, and Gen Z finds motivation in that.
Generation Z is motivated by having a meaningful job that they really enjoy (Kirchmayer
& Fratričová, 2020; Meret et al., 2018), and the participants in this study echoed this in their
119

responses, particularly stating that teacher pay was not an influence for them. Victoria summed
this up best when she revealed, “I teach because I really like kids. I like being that positive role
model in their life. So that's why I teach, I don't really look at it as a paycheck.” All of the
participants expressed that money was not the priority for them. They are motivated by doing
something they enjoy every day and making a difference.
Self-determination Theory (SDT)
Embedded in the core of Ryan and Deci’s Self-determination Theory is the level at which
our behaviors are self-motivated and self-determined (2017). As part of the theory, people desire
high degrees of autonomy, competence, and relatedness in order to thrive. Throughout this
research, participants answered a range of questions that provoked them to assess the extent to
which Gen Z teachers embodied elements of SDT. Ryan and Deci’s research suggests that
learning improves in school environments where individuals feel a sense of empowerment, are
confident in their learning, and feel a sense of belonging (2017). In this study, the Gen Z
teachers’ answers certainly support this theory.
In Jasper’s first year of teaching, she was afforded a high level of autonomy which
offered her a chance to learn through experiences. Although there were times that she wished she
was told what to do, she now appreciates how much more she learned by being in control of
decisions and direction in her classroom. This independence also became a reflection of what she
offered to her students in the sense that they were afforded teaching strategies that embodied a
conceptual framework that necessitated a student’s own need to be autonomous.
Competence, the second component of SDT, is something that Gen Z teachers in this
study reflected on throughout the interview process. During their first year, participants
suggested that they experienced low levels of confidence and were sometimes confounded by the
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role they were in. This was accentuated by poor orientation and induction programs, and in some
cases, by leadership that set high expectations with little practical guidance. Daisy and Emma
both expressed that in certain circumstances, they were left on their own when they did not feel
they had developed the skills necessary to fully confront a challenge that was presented to them.
By their second year, as their competence grew, they felt more capable and their level of selfdetermination also grew. Participants described this as a necessary process but that there could
have been systematic mechanisms like more understanding administrators, mentorship programs,
and timely training sessions to better support their growth and improve their competence.
Finally, for teachers, SDT espouses that there is a correlation between self-motivation
and the level of connection one feels to their place of work. Olivadoti’s (2012) work surrounding
beginning teachers and SDT noted several connections. As relatedness grew, beginning teachers
were more likely to experience the following: higher classroom success, less likelihood to leave
the profession, greater positive emotions, improvement in student outcomes, and a higher level
of career satisfaction. Gen Z teachers in this study commented that this was definitely true for
them. Davis expressed that one of the draws for him to come to work was the relationships he
had with students and colleagues. Daisy, Emma, and Jasper also reflected on the strong
connections they had with several aspects of their role that included their involvement with
student growth, staff connectedness, and even their overall tie to instruction and learning. It was
evident in the findings that of all of the components that Gen Z teachers shared regarding
relatedness, connections to their students was the most important element. Victoria’s words best
reflect the feelings of all of the Gen Z teachers when she shared, “I teach because I really like
kids. I look at those kids like they're my kids. I want to go every day and be that person that they
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can depend on and that they look up to.” For Gen Z teachers in this study, their motivation levels
increased as the levels of relatedness expanded.
Theory of Self-authorship (TSA)
The Theory of Self-authorship describes that as we grow, mature, and gain experiences,
humans tend to rely less on the knowledge and authority of others and more on personal, internal
motives (Baxter Magolda, 2009). TSA suggests that by using our experiences we begin to
depend on our ability to make our own meanings and understandings (Baxter Magolda, 2009).
For Gen Z teachers, their educational training and experiences in their first year or two of
teaching revealed data that supported the compelling relationships that exist between TSA and
the development of Gen Z teachers.
Participants in this study were asked about their level of personal motivation in their
teaching role. They shared that although they have a deep respect for authority, they also have a
strong sense of who they are and what they want to achieve. In Daisy’s first year, her principal
required her to plan a certain way and demonstrate this planning in a particular format, and she
complied. In her second year of teaching, she had a different administrator with different
expectations. Daisy reflected, “I want to be able to format it the way that works for me to look at
it, not a way that worked for another person.” Daisy felt more in control, and she was able to
determine the planning tool that worked best for her, not for someone else. According to the
experts, “self-authoring individuals take internal and external responsibility for their thinking,
feeling, and acting” (Baxter Magolda et al., 2012, p. 29). In Daisy’s example, she experienced a
higher degree of self-authorship by demonstrating that she could plan in a way that worked for
her, not just to follow the format required by her principal.
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Another area of self-authorship that resonated in the interviews with Gen Z participants
was their attempts to make meaning from their experiences. Davis and Jasper spoke adamantly
regarding the role that self-reflection plays in their work. They relied on meaningfully reflection
on what they had done and used that as fuel for what they might do next. Meaning making
explains how individuals apply strategies to understand the what and how of their learning
(Baxter Magolda, 2012). By applying strategies like reflection in order to make meaning, Gen Z
teachers have learned that meaning making exists in all dimensions of life, and the boundaries of
learning and personal growth are not limited to what happens in an academic or professional
setting (Baxter Magolda & King, 2012b). Finding patterns of commonality in their work life and
their personal life is a driver in how the Theory of Self-authorship operates. Gen Z teachers in
this study were able validate this principle in the evidence that they shared.
As part of TSA and the findings from this study, construction of relationships is
foundational. Throughout the course of the interviews, the participants acknowledged the role
that strong connections with others played in their development. The Learning Partnerships
Model (LPM) within TSA suggests that as young adults move closer to a self-authoring life, an
essential need is to feel respected and to work in an environment of cooperation (Baxter
Magolda, 2012). For individuals to become self-authors, there is a need for them to understand
the intersection between their work and their personal life which includes relying on the support
of others. The distinction that needs to be made is that although relationships with others is
instrumental in their development, Gen Z ultimately is in control of their decisions and the
direction of their life.
The Theory of Self-authorship and the Self-determination Theory both bare that
flexibility and autonomy are critical components in how humans develop. Both theories
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ultimately intend to provide a way to explain who we are, how we know who we are, and how
we build relationships with others (Baxter Magolda, 2001; Ryan & Deci, 2017). Due to growing
up Gen Z, the participants’ experiences allowed them to not only embody these theories but also
develop at an accelerated rate simply due to the generation they grew up in.
The examination of these Gen Z teachers and my own reflection and connection to the
Self-determination Theory and the Theory of Self-authorship have provided me clarity and selfassurance. Having a broad assortment of experiences throughout my professional career, and
even in the pursuit of a PhD, the significance that autonomy, competence, and relatedness have
had on my own development have been essential. Having others to support my work has been
crucial in my development, but also having a level of independence to know that I am the author
of my own script has allowed me to push and reach farther than I would have ever thought
possible. These two theories have helped me to fully realize how many of my own pathways are
reflected in SDT and TSA. Furthermore, in studying Gen Z teachers, I was confronted with the
realization that although I am decades removed from being considered Gen Z, my thinking and
learning preferences are very much aligned. Perhaps, my draw to this specific topic and area of
study was as much self-exploration as it was an unearthing of data that the academic world had
yet to explore extensively. Perhaps, like most research, deep personal connection was a driver
and the results served two purposes: to inform others and to foster a deeper sense of self.
Reflections
This narrative study shared the reflections of five Gen Z teachers who were in the second
or third year of their teaching career. The stories shared by these young professionals express
their individual learning pathways and what it means to be a teacher from Generation Z. As part
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of disseminating their stories, there are several implications, lessons learned, recommendations,
and topics to consider for future study.
Implications
This study revealed many implications for Teacher Training Programs, school districts,
and school administrators who have just begun to enlist Gen Z as students and new employees.
The first implication revealed in this study is targeted at Teacher Training Programs. TPPs need
to offer more choices to students in terms of class options, alternative ways for students to show
their learning, and modes of instruction that faculty offers to students. As well, TTPs need to
provide many practical classroom experiences for teachers in training in order to expose them to
real-time, hands-on learning opportunities.
Secondly, Gen Z teachers in this study all referenced a lack of usefulness of the
orientation and induction programs that were offered to them during their first days and first year
of teaching in their school district. They expressed that during district orientations, too much
time was spent on things like introductions to school personnel and untimely, impractical
presentations. They wished for dedicated time to prepare for the upcoming year with practicing
teachers or experts to help guide them in structuring their first days and weeks of their career.
They also preferred to have an official mentorship program and continued targeted professional
learning opportunities for beginning teachers that stretched throughout their entire first year.
The final area of implication that this study identified was for school administrators.
Participants shared stories that referenced the need for school administrators to provide both
personal and professional support. They suggested daily check-ins, autonomy to make decisions
in how they plan and teach, and ample opportunities to interact with other staff members or
experts as ways to support their early careers.
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As new Gen Z teachers continue to fill the vacant roles left by retirees and others who
leave the profession, targeted efforts that address the specific needs of this generation will need
to occur. Colleges, school districts, and school administrators will need to reconcile both the
immediate needs of this generation of teachers, as well as the long-term effects of not addressing
the specific learning requirements of this soon-to-be majority of the teaching collective.
Lessons Learned
This research exposed several important revelations surrounding Gen Z teachers.
However, there are many other areas within this domain that could be considered. Due to the
nature of qualitative work, it is nearly impossible to apply broad generalizations based on the
findings. The participants’ stories offered themes that were supported by details from their
interviews, but these were the stories of only five participants. As well, all five Gen Z teachers in
this study taught within the confines of southeastern Alberta and were educated at a southern
Alberta post-secondary institution. These settings would be considered small city or even rural. It
could be beneficial to compare the findings of this study to a study that explores perspectives of
participants who were trained and work in diverse situations such as a major urban setting,
different countries, or different cultures or ethnicities. Additionally, the teachers in this study
were all recruited through associations that I had within the educational community in which the
research was conducted. Although participation was voluntary, a more elaborate recruitment
scheme could have included Gen Z teachers throughout the province of Alberta or the entire
country of Canada. Finally, participants from this research represented two different postsecondary training institutions and three different school districts. Perhaps expanding this
research to include Gen Z teachers with alternative training and employment experiences may
have revealed unique patterns that differed from the participants in this study. Noting that there
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has been very little research conducted on this specific group of beginning teachers, there is still
much to learn about Gen Z teachers.
Future Research
In the effort to answer this study’s research question and sub-questions, several other
important questions emerged that could serve to propel future research. To begin, mainly due to
the youth of Gen Z teachers, very little data has been collected about the subset of this
generation. As the population of Gen Z teachers increases, further examination of many foci
related to their generation will be needed. Due to COVID-19 and the transition to online learning
for a portion of their school year, a question to consider is: What implications did online teaching
have for Gen Z? Additionally, it would be important to understand Gen Z teachers’ impact on
teaching practices of older generations when teaching environments transitioned to online.
Although this study focused on the perspectives of Gen Z teachers, it would be equally
notable to extract the alternative perspectives that older generations of teachers have regarding
their younger counterparts. Exposing the opposite perspective might generate opportunities to
establish potential prospectus on how to improve teacher preparation and elicit thinking that
might foster richer learning environments for teachers and students.
Additionally, researchers could seek perspectives of teacher education professors
regarding Gen Z students in order to provide guidance for future teacher training programs. A
study of this nature could assist stakeholders with effectively constructing courses and
developing methods of instruction that best meet the needs of students. Finally, there were
indications during some of the interviews where gender was referenced in relation to teacher
confidence and teacher age. In an age of increased awareness of gender and race issues, it will be
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consequential to delineate the perspectives of Gen Z teachers and how they view their role in
these societal challenges.
Recommendations for Practice
Based on the evidence from this study, there are several recommendations for practice.
Teacher Preparation Programs need to offer a wide range of courses to choose from, providing
exposure to a broader range of options and thinking for preservice teachers. As well, assessment
practices in these programs should allow preservice teachers a wide range of opportunities to
show their learning. Just writing papers and completing standardized classroom assignments are
not appealing for this generation. Professors and education instructors should develop criteria for
projects, but then Gen Z preservice teachers should determine how and what to do to match that
criteria. This would establish a deeper ownership of their learning, therefore allowing Gen Z to
make meaning of their work. Practical, hands-on, real-time learning is critical for this generation.
As well, preservice teachers should have more opportunities for frequent and varied practicums,
allowing them to interact with students and teachers in schools. Exposure to experiential learning
opportunities needs to increase for this generation. Teacher Preparation Programs should involve
preservice teachers by consistently asking for targeted feedback and implementing changes more
rapidly to accommodate these new learners.
Another major recommendation concerns Teacher Induction Programs. Based on the
perspectives of Gen Z teachers, stakeholders need to rethink what is necessary to support new
Gen Z teachers in the first days, weeks, and year of their career. Although Teacher Orientation
provides a nice welcome to their new career, orientation is not induction. Induction should
require opportunities for purposeful planning for the first days and week of the year, connection
to mentors, frequent and meaningful training sessions throughout their first year, and access to
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current teachers who share a similar role with them. Induction programs that respond to the
immediate and specific needs of Gen Z teachers are necessary to support this group of teachers
and to ultimately support the students in their care.
Summary
The results revealed in this study offer a glimpse into a new category of teachers from
Gen Z, particularly those born between 1995 and 1997. Due to being close in age to K-12
students, this new cohort of teachers is able to provide students with relevant insights and
learning strategies compared to teachers of older generations. Gen Z’s understanding of
technology and unending cycle of trends comes more naturally as they have grown up in a world
of cell phones, YouTube, and home computers. Gen Z possesses a keen awareness of self and a
firm grasp on what works best for their own learning and the learning of others. At a time when
excessive access to information is overwhelming, Gen Z is able to filter through data quickly. In
doing so, they strive to make meaning from what they discover by seeking experiences that relate
to their personal needs. As teachers and future leaders, Gen Z’s pursuit for efficiencies in
education, coupled with their instinctive desire to lead from an empathic platform, makes them a
noteworthy generation to monitor and learn from.
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APPENDICES

Appendix A
Research Interview Questions
Interview 1
Rapport Building, Background, Pathway to Teaching
1. Can you share how you decided to choose teaching as a career?
2. Of your learning experiences, what are some things that you would say have
helped you succeed as a learner?
3. What traits should an individual have when considering teaching as a career?
Learning Experiences (Teacher Preparation Program)
4. During your time in teacher preparation at in your education program, did you
notice certain types of learning activities that kept or lost your attention span? Can
you recall any stories where this happened?
5. As someone your age, do you feel you were prepared/unprepared to deal with the
challenges of starting a new teaching career? Can you share any stories that of
why you feel this to be true?
Learning Experiences in First Year(s) of Teaching
6. As a beginning teacher, can you share some examples of what specific
induction/training you have received? Do you feel these were supportive and
appropriate? Why or why not? Explain what you feel might be some examples of
what induction/training works best for you?
7. During your first year(s) of teaching, when you participated in professional
development opportunities, did you notice certain types of learning activities that
kept your attention span longer than others? Give some examples of what these
might be?
8. In your experience in your first year(s) of teaching, what is your sense of your
understanding of technology compared to that of the other teachers in your
school? Can you give an example(s).
Generation Z Focus
9. What do you recall about the first time you used a computer, the internet, a cell
phone?
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10. What global issues concern you? What local or community issues concern you?
What can you as a person do to make a difference?
11. In your teacher education courses what is your sense of your understanding of
technology compared to that of your teachers/professors? Can you give an
example?
Self-authorship Questions
12. Can you speak about some of your most meaningful learning experiences during
your Teacher Preparation Program.
a. What were the challenges or dilemmas you encountered?
b. Were there situations you were unsure about whether you were right or
not?
c. What was your process or route you took to work through these challenges
or experiences?
d. What made these experiences the so meaningful for you?
Self-determination Questions
13. Do you try to construct positive relationships with others? Can you give examples
of where this has or hasn’t played an important part of your role as a new teacher?
14. When you have a task to complete do you complete it because of an internal
motivation to learn or an internal pressure to get it over with so you don’t feel
guilty that you didn’t do it? Give an example.
15. Which is more important to you to be motivated by having a meaningful job you
enjoy or having a job where you make a good salary but you don’t enjoy what you
are doing?
Summary Question and Reflection on Process
16. What message might you pass along to the next cohort of beginning teachers who
are your age when it comes to starting a teaching career?
For Interviews 2 and 3
The following stems will be used to bridge each of the interviews.
1. I’m going to review with you some thoughts you mentioned during Interview 1 (or 2) that
you identified from your experiences….
2. Since our last interview…
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Interview 2
1. Thinking about your workday, walk me through the skills/processes you would
identify as being important for a person to know about being a beginning teacher?
How about someone your age being a teacher?
2. As a new teacher, can you speak to some of the learning experiences you have
had so far in your new career? As a new teacher, do you have any thoughts or
suggestions on how you see professional learning opportunities that might best
serve you or serve new teachers?
3. In your experience in your first year(s) of teaching, what is your sense of your
understanding of technology compared to that of school admin? Can you give an
example(s).
4. What support systems do you need in order to experience success in education or
in your classroom now? Are there any stories you could share about when this
happened or didn’t happen?
5. Do you have suggestions for ways that you could have been more prepared for
your teaching assignment? How about suggestions for ways that your school,
principal, district personnel could have better supported your ability to deal with
the challenges of your first year of teaching?
6. What should professional learning look like in the future?
7. When did you start using social media? What do you use the most?
For the following set of questions, can you describe your experiences; explain how you made
sense of these experiences; and discuss how these experiences affected the way you decide what
to believe, how you view yourself, and how to your construct relations with others.
8. Identify meaningful experiences that contributed to your growth in your first year
of teaching?
9. What learning opportunities have most positively impacted how you know who
you are?
10. How has your teaching environment supported your ability to be yourself and
think for yourself?
11. Are there types of people you find most challenging to work with? Why?
Examples?
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12. Describe to me what you think it means to be a young, beginning teacher? Now
describe to me what it means to be a practicing teacher at the school you are at? In
the district you are in? How do you feel about your ability to be a competent
teacher?
Interview 3
1. Are there any similarities or differences that you notice between new teachers of
your age vs other older or more experienced teachers in your school? Describe
these.
2. What is your motivation for learning something new? For personal extrinsic
reasons, intrinsic rewards, or to gain more knowledge to be better at something in
your life?
3. Can you describe the role that autonomy plays for you as a teacher? Give an
example of an experience where you felt like you wished for more or less
autonomy in your first year or two of teaching?
4. How have you felt so far in your career about finding your voice? Describe a time
where you felt you could or couldn’t share your convictions, beliefs, or values?
5. Do you tend to listen to those in authority because they are in charge, do you tend
to ask a few questions to clarify your understanding, or do you tend to take time,
ask questions, and then make your own interpretations and judgments based on
your own experiences? Can you give an example of when this happened?
6. During your time in your teacher education program, can you talk about how
much freedom you feel like you had to make decisions about your own learning?
How much freedom do you feel like you had to make decisions about how you
demonstrated your learning?
7. As a beginning teacher, how much freedom do you feel you have about the
learning of your students? How about on what happens in your classroom? How
about what you choose for your own professional learning?
8. What drove or motivated your actions or behaviors as a preservice teacher? Do
you feel like you’re motivated by grades? A desire to socialize? Learning new
things? Future career goals? Public presentations of your work?
9. What drives or motivates your actions or behaviors in your current role?
10. In thinking about your overall experience in school, can you talk about how much
freedom you have to learn about things that are connected to your personal
interests and goals?
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11. What do you think your school, district, or union could do better when it comes to
giving you options and choices in your learning related to your personal interests
and goals?
12. How much do you feel like you are able to influence:
- Your current teaching role in your school
- Your colleagues
- Your school culture or school direction
13. If you had a magic wand and could shape your school according to your own
skills, interests, needs, and goals, what changes would you make so that your
school represented your ideal learning environment?
14. Can you tell me why you teach? What are things that demotivate you to teach?
What are the things that make you most want to go to work in the morning? Give
me an example of that.
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